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Abstract: 
 
This study aimed to contribute to the small evidence base on the Emotional 
Literacy Support Assistant (ELSA) project. The ELSA project is an 
(GXFDWLRQDO 3V\FKRORJLVW OHG WUDLQLQJ SURJUDPPH IRU 7HDFKLQJ $VVLVWDQWV¶
(TA) providing modular input combining background psychological theory with 
practical guidance to meet the emotional needs of pupils in the context of a 
school (Burton, 2008). Existing research (Burton, Osborne and Norgate, 
2010) has demonstrated that the ELSA project has a significant impact on 
teaching assistants¶ SHUFHSWLRQV RI SXSLO HPRWLRQDO OLWHUDF\ DQG EHKDYLRXUDO
adjustment. However, current evaluations are unable to demonstrate if these 
impacts are recognised by the pupils themselves. This research aimed to 
explore the perceptions of recently trained ELSAs regarding their role and 
training in supporting the development of emotional well-being. The study was 
also interested in exploring whether there the ELSA project has a measurable 
LPSDFWRQSXSLOV¶HPRWLRQDOZHOO-being. 
A pragmatic, mixed methods design is discussed, first in terms of a pre-test ± 
post-test non-equivalent groups design, quantitative method that included 5 
TA and 5 pupil experimental group participants and 1 TA and 5 pupil 
comparison group participants. The Emotional Literacy Checklist (Faupel, 
2003) and Strengths and Difficulties Questionnaire (Goodman, 1997) 
measured pre and post-test changes in teacher and pupil participant scores. 
Secondly qualitative methods included thematic analyses of focus group and 
questionnaire data gathered at different time points from the recently trained 
ELSAs.  
It was not possible to determine whether the ELSA project had an impact on 
SXSLOV¶ HPRWLRQDO ZHOO-being. However, thematic analyses suggested that 
participants perceived the ELSA training to be of value in terms of their 
personal and professional development and the support gained. There was 
also evidence to suggest that participants shared a perception that the 
perceptions of their colleagues regarding their role and time restraints were a 
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primary challenge to their role. Professional implications of these findings and 
future research, in light of methodological limitations, are discussed. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 iv 
Acknowledgements: 
 
I would like to take this opportunity to thank the TAs, pupils and their parents 
for their agreement to participate in this study.  Without them this would not 
have been possible. 
 
I would also like to thank, firstly the tutor team at the University of Nottingham 
for their support during the three year doctorate.  I am particularly thankful to 
my tutor, Dr Nick Durbin, for his support, advice and guidance throughout. 
6SHFLDO WKDQNVPXVW DOVR JR WR P\ IULHQGV LQ µ&RKRUW ¶ ZKRVH VXSSRUW KDV
been invaluable to me over the past three years. 
 
Thanks also go to my colleagues at North Yorkshire County Council 
Educational Psychology and Early Years Service for their dedicated support 
during my placement as a Trainee Educational Psychologist, particularly my 
line manager Andi Henderson and supervisor Kathryn Howatson. 
 
Finally, special thanks go to my wife, Carly Mann, and my daughter Sophia. I 
am thankful for their unconditional love, support and encouragement 
throughout this endeavor, I could not possibly have reached this point without 
you. 
 
 
 
 
 
 
 
 
 v 
Contents: 
Abstract ii 
Acknowledgements iv 
List of Tables x 
List of Figures xi 
List of Appendices and Data disc contents xii 
Chapter 1. Introduction 1 
1.1. Background, rationale and research questions 1 
1.2. Structure of the Thesis 2 
1.2. Personal and professional interests 3 
Chapter 2. Literature Review 5 
2.1. Introduction to the Literature Review 5 
 2.1.2. Obtaining the Literature 5 
2.2. Development of social, emotional skills and behaviour  6 
 2.2.1. Aim 6 
 2.2.2. Search strategy 6 
 2.2.3. Development of Emotional Literacy 6 
 2.2.4. From Emotional Intelligence to Emotional Literacy 10 
 2.2.5. Emotional Literacy and Emotional Well-being 11 
 2.2.6. Defining Emotional Well-being 12 
 2.2.7. Emotional Literacy and Well-being in the  educational 
context 
13 
2.3. The Teaching Assistant role and impact in the UK 16 
 2.3.1. Aim 16 
 2.3.2. Search strategy 16 
 2.3.3. Prevalence rates of Teaching Assistants 17 
 2.3.4. TA role, deployment and impact 17 
 2.3.5. Support for social, emotional and behavioural skills 21 
 vi 
2.4. The EP role in the context of training and supervision of TAs 24 
 2.4.1. Aim 24 
 2.4.2. Search strategy 24 
 2.4.3. The Psychology of training and learning 25 
  The Behaviourist orientation 26 
  The Cognitive orientation 27 
  The Humanist orientation 27 
  The Social Learning orientation 28 
 2.4.4. Training needs of TAs 29 
 2.4.5. Training and the role of the EP 31 
2.5. Systematic literature review and review of ELSA evaluation 
research 
34 
 2.5.1. Aim 34 
 2.5.2. Search strategy 34 
  Review of literature 36 
  Summary 40 
 2.5.3. Review of existing ELSA evaluations 40 
  Summary 45 
 2.5.4. Research questions 46 
Chapter 3. Methodology 47 
3.1. Introduction 47 
3.2. Epistemological paradigms 47 
 3.2.1. Post-positivism 48 
 3.2.2. Constructivism 49 
 3.2.3. Transformative 50 
 3.2.4. Pragmatic 51 
 3.2.5. Adopting an approach 52 
3.3. Methodological considerations 53 
 vii 
 3.3.1. Adopting a strategy 57 
3.4. Overall study design 59 
 3.4.1. Quantitative methodology and design 59 
 3.4.2. Qualitative methodology and design 61 
3.5. Methods 63 
 3.5.1. Intervention 63 
 3.5.2. ELSA module content and aims 64 
  Day 1 Session 1: Introduction to Emotional Literacy  
 and raising emotional awareness 
64 
  Day 1 Session 2: Active Listening 65 
  Day 1 Session 3: Introduction to Circle Time 65 
  Day 2 Session 1: Introduction to Self-Esteem 65 
  Day 2 Session 2: Introduction to Therapeutic   
 Stories 
66 
  Day 3 Session 1: Introduction to Friendship Skills 66 
  Day 3 Session 2: Introduction to Anger    
 Management 
67 
  Day 4 Session 1: Introduction to Social    
 Communication Difficulties 
67 
  Day 4 Session 2: A practical introduction to   
 interventions for social communication  
68 
  Day 5 Session 1: Introduction to Nurture Groups 68 
  Day 5 Session 2: Introduction to programme   
 planning 
69 
 3.5.3. Quantitative methods 69 
  Participants 69 
  Procedure 71 
  Measures 72 
  Emotional Literacy Checklist 72 
  Strengths and Difficulties Questionnaire 73 
 3.5.4. Qualitative methods 75 
 viii 
  Participants 75 
  Procedure 75 
  Focus group 76 
  Questionnaire 77 
  Analysis of qualitative data 79 
 3.5.5. Mixed Methods 81 
3.6. Establishing trustworthiness 83 
 3.6.1. Trustworthiness of the quantitative methods 83 
  Validity  83 
  Reliability  87 
 3.6.2. Trustworthiness of the qualitative methods 87 
3.7. Ethical considerations 89 
  Informed consent 89 
  Right to withdraw 90 
  Anonymity and confidentiality  90 
  Duty of care 90 
Chapter 4. Results 92 
4.1. Introduction  92 
4.2. Quantitative data analysis 92 
 4.2.1. Descriptive statistics 94 
  Distribution of the data 94 
  Measures of central tendency 96 
  Pre-post test TA ELC Overall Scores 98 
  Pre-post test Pupil ELC Overall Scores 100 
  Pre-post test TA SDQ Total Difficulties Scores 102 
 4.2.3. Summary 104 
4.3. Qualitative data coding and analysis 106 
 4.3.1. Thematic analysis of focus group data 109 
 ix 
 4.3.2. Thematic analysis of questionnaire data 125 
4.4. Summary of Results 133 
Chapter 5. Discussion 136 
5.1. Introduction  136 
5.2. Research findings 136 
 5.2.1. Research question 1 136 
 5.2.2. Research question 2 141 
 5.2.3. Summary 152 
5.3. Trustworthiness of the research 154 
 5.3.1. Reliability and validity of the quantitative data 154 
  Reliability 154 
  Validity  156 
 5.3.2. Trustworthiness of the qualitative data 158 
 5.3.3. Summary 159 
5.4. Implications of findings 159 
  Implications for EP practice 160 
5.5. Implications for further research 161 
5HVHDUFKHU¶VUHIOHFWLRQV 163 
Chapter 6. Conclusions 167 
6.1. Main findings 167 
  Research question 1 167 
  Research question 2 168 
6.2. Unique contribution 169 
References 171 
 
 
 
 
 x 
List of Tables: 
Chapter 2  
7DEOH*ROHPDQ¶VHPRWLRQDOFRPSHWHQFHIUDPHZRUNDGDSWHG
from Goleman (1998; p26-7) 
8 
Table 2.2: Description of the studies and their relevance that met 
the selection criteria for the systematic review 
35 
Table 2.3: Statistically significant findings from teacher rated SDQ 
DQG(/&LQ%XUWRQ2VERUQHDQG1RUJDWH¶VVWXG\ 
45 
Chapter 3  
Table 3.1: A summary of the philosophical assumptions, 
strategies of enquiry and research methods typically employed 
within each methodological approach to research (adapted from 
Creswell, 2003; p19) 
53 
Table 3.2: Details of the ELSA project training days including 
modular input.  
63 
Table 3.3: Threats to the internal validity of experimental research 
designs, their definitions (adapted from Robson, 2002 & Mertens, 
2010; after Campbell & Stanley, 1963 & Cook & Campbell, 1979) 
and steps taken to reduce these. 
86 
Table 3.4: Threats to the validity of qualitative research (Robson, 
2002), their definitions and steps taken to reduce these. 
88 
Table 3.5: Study timeline indicating intended and actual 
researcher activities when they occurred, including a plan for the 
write up of the study. 
182 
Chapter 4  
Table 4.1: The subscales, informants and desired direction of 
change for each measure used in this study. 
93 
Table 4.2: Tests of distribution of the data across groups for each 
variable with non-normal results highlighted in bold. 
95 
Table 4.3: Mean, Median, Standard Deviation and range scores 
across groups for each variable. 
97 
Table 4.4: Dependant variable median scores, pre and post-test, 
for experimental and control groups. 
104 
 
 
 
 
 
 
 xi 
List of Figures: 
Chapter 3  
Figure 3.1: Quasi-experimental design procedure of this study. 71 
Chapter 4  
Figure 4.1: Experimental Group pre to post-test for TA ELC 
Overall Scores 
98 
Figure 4.2: Control Group pre to post-test for TA ELC Overall 
Scores 
99 
Figure 4.3: Experimental Group pre to post-test for Pupil ELC 
Overall Scores 
100 
Figure 4.4: Control Group pre to post-test for Pupil ELC Overall 
Scores 
101 
Figure 4.5: Experimental Group pre to post-test for TA SDQ Total 
Difficulties Scores 
102 
Figure 4.6: Control Group pre to post-test for TA SDQ Total 
Difficulties Scores 
103 
Figure 4.7: Themes and subthemes identified during a thematic 
analysis of participant focus group data. 
109 
Figure 4.8: Themes and subthemes identified during a thematic 
analysis of participant questionnaire data. 
125 
Chapter 5  
Figure 5.1: Focus group and questionnaire thematic maps and 
points of convergence, contradiction and difference. 
Data 
disc - 10 
 
 
 
 
 
 
 
 xii 
List of Appendices: 
Appendix 1. Table 3.5: Study timeline indicating intended and 
  actual researcher activities when they occurred, 
  including a plan for the write up of the study. 
183 
Appendix 2. Participant consent form (TA) 186 
Appendix 3. Emotional Literacy Checklist ± Teacher and Pupil 187 
Appendix 4. Strengths and Difficulties Questionnaire ± Teacher 190 
Appendix 5. Focus Group script 191 
Appendix 6. Questionnaire 194 
Appendix 7. Ethical approval 198 
Appendix 8. Participant information sheet (experimental group 
  and control group) 
199 
Appendix 9. Parent / carer information sheet and consent form 203 
 
Data disc contents: 
1. Focus group transcript  
2. Focus group transcript with codes  
3. Familiarisation of focus group data notes  
4. Familiarisation of questionnaire data notes  
5. Questionnaire data and codes  
6. Searching for themes ± focus group data  
7. Searching for themes ± questionnaire data  
8. Reliability check ± focus group data  
9. Reliability check ± questionnaire data  
10. Figure 5.1: Focus group and questionnaire   
 thematic maps and points of convergence,   
 contradiction and difference. 
 
 
 1 
1. Introduction: 
This thesis consists of a mixed methods evaluation of an Educational 
Psychologist (EP) led training programme for Teaching Assistants (TAs) titled 
Emotional Literacy Support Assistants (ELSA) project. The study aims to 
investigate the LPSDFW RI (/6$ RQ SXSLOV¶ HPRWLRQDO ZHOO-being and explore 
the perceptions of ELSAs in relation to their role and training. This chapter will 
outline the background, rationale and research questions of the study; provide 
details of the structure of the thHVLV EHIRUH FRQVLGHULQJ WKH UHVHDUFKHU¶V
personal and professional interest in this research. 
 
1.1. Background, rationale and research questions 
Within the last decade the Department for Education and Skills (DfES; now 
the Department for Education, DfE) recognised that schools needed to be 
concerned with the holistic development of children and young people as well 
as academic attainment (Burton, 2008). This was shown by the introduction of 
the Every Child Matters (ECM; DfES 2004a) outcome measures but also the 
investment and development of the Social, Emotional Aspects of Learning 
(SEAL; DfES, 2005) initiatives for both Primary and Secondary schools. In 
2009 the National Institute for Health and Clinical Excellence (NICE) 
developed guidance for those who have a direct or indirect role and 
UHVSRQVLELOLW\ IRU FKLOGUHQ¶V HPRWLRQDO DQG DFDGHPLF ZHOOEHLQJ 7KH
foundations of these recommendations were that good mental health not only 
protects children and young people from social, emotional and behavioural 
problems but also supports their academic achievement (NICE, 2009).  
 
This study reports an evaluation of the host local authority (LA) Educational 
3V\FKRORJ\6HUYLFH¶V(36LPSOHPHQWDWLRQRIWKH(PRWLRQDO/LWHUDF\6XSSRUW
$VVLVWDQWV(/6$SURMHFWRQSXSLOV¶Hmotional well-being. The ELSA project 
provides modular input combining background psychological theory with 
practical guidance to meet the emotional needs of pupils in the context of a 
school (Burton, 2008). A rationale for this approach is grounded within key 
DUHDV RI SV\FKRORJLFDO WKHRU\ )RU H[DPSOH 0DVORZ¶V  WKHRU\ RI
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motivation stipulates in order to enjoy and achieve one must have the basic 
needs met (physiological, safety, love, esteem and self actualisation). Social 
Learning Theory (Bandura, 1977) is used to highlight the importance social 
UHODWLRQVKLSV KDYH XSRQ RQH¶V GHYHORSPHQW DQG WKH LGHD WKDW EHKDYLRXU LV
PRGHOOHGPRUHWKDQWDXJKW,QDGGLWLRQ6DORYH\	0D\HU¶VFRQFHSWRI
Emotional Literacy is used to suggest that the more one is able to recognise 
and define the emotions experienced the more one can learn from them and 
develop resilience.  
 
ELSA training is provided by EPs to groups of TAs from different regions of 
the host LA. Following the training programme ELSAs are then expected to 
put new knowledge and skills into practice by working with pupils requiring 
additional support in their setting. Group supervision sessions, facilitated by 
EPs, are intended to support the process of planning and development of an 
ELSA based intervention. Whilst in its second year of use by the host EPS, 
WKHUH KDV EHHQ QR IRUPDO HYDOXDWLRQ RI WKH (/6$ SURMHFW¶V LPSDFW RQ SXSLO
outcomes. The author therefore concluded, in consultation with service 
managers, that an evaluation of the ELSA project was timely for the host EPS. 
 
7KHUHVHDUFKHUDLPVWRLQYHVWLJDWHWKHLPSDFWRIWKH(/6$SURMHFWRQSXSLOV¶
emotional well-being but also to explore the perceptions of TAs enrolled on 
ELSA.  These led to the following research questions.  
 
Does the ELSA project have a measurable impact on pupil and TA 
perceptions of emotional well-being? 
 
+RZ GRHV WKH (/6$ SURMHFW LPSDFW RQ 7$V¶ SHUFHSWLRQV RI WKH
emotional well-being of pupils, and their role and training in supporting 
the development of pupil emotional well-being? 
 
1.2. Structure of the thesis 
In chapter 2, relevant literature will be reviewed that relate to the development 
of social emotional skills and behaviour, the development and deployment of 
the TA role and the EP role in training of TAs. A systematic review of literature 
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focussing on the impact of TA led interventions, supplemented by EP training, 
on pupil SEBD outcomes shall be presented followed by a review of existing 
ELSA evaluations. 
 
Chapter 3 presents the methodology used to address the research questions. 
Varying epistemological positions and research designs are presented and 
critiqued. A rationale for the decision to adopt a pragmatic epistemology, 
utilising mixed methods, quantitative and qualitative design will also be 
presented. 
 
Chapter 4 presents the findings from the quantitative and qualitative methods 
used. Key findings pertinent to the research questions are then identified and 
summarised. 
 
Chapter 5 provides a detailed discussion of the current study. The findings are 
discussed in relation to the individual research questions and relevant 
literature. A critical reflection regarding the trustworthiness of the current study 
is also presented, along with implications and considerations for future 
research. 
 
Chapter 6 provides a summary of the main findings of the research, the 
unique contribution of the study and final conclusions. 
 
1.3. Personal and professional interest 
This research was of personal interest to the author for a number of reasons. 
For example, prior to their professional training on the doctorate of applied 
educational psychology, the researcher had experience as a behaviour 
support worker in a mainstream secondary school setting, supporting the 
social, emotional and behavioural needs of pupils. This role required the 
researcher to use a range of approaches and interventions to support the 
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varying needs of pupils. However, very little training was provided regarding 
the approaches or interventions, the underpinning theory or rationale for their 
XVH 7KLV UDLVHG WKH UHVHDUFKHU¶s interest in developing knowledge and 
understanding regarding the training of support staff to meet the often, 
complex social, emotional and behavioural needs of pupils. 
 
7KHVHSHUVRQDO LQWHUHVWVFRLQFLGHZLWK WKH UHVHDUFKHU¶VSURIHVVLRQDO LQWHUHVW
provoked by the introduction to the ELSA project early on in their placement 
by the host EPS. Having attended a number of the ELSA training days the 
researcher felt that ELSA provided invaluable support for the TAs, directly 
supporting their professional development and indirectly supporting pupils 
they worked with. Furthermore, EPs are increasingly being encouraged to 
work at various levels via in-service training and organisational development 
(Curran, Gersch & Wolfendale, 2003). Therefore it was felt that this research 
ZRXOG VXSSRUW WKH FRPELQDWLRQ RI WKH DXWKRU¶V SHUVRQDO DQG SURIHVVLRQDO
interest and be both relevant for the host LA, EPS and the wider EP 
profession. 
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2. LITERATURE REVIEW 
2.1. Introduction to the Literature Review 
The literature review begins with an outline of the various search strategies 
the author used to obtaining the literature. Having introduced the development 
of the ELSA project and its current deployment in North Yorkshire County 
Council (NYCC), this chapter introduces the concepts of emotional literacy in 
the context of social, emotional and behavioural development. Included in this 
are details regarding the prevalence of these constructs and how these 
contribute to what is understood as emotional well-being in the context of this 
study. As the ELSA intervention aims to develop the knowledge and skills of 
teaching assistants (TAs), the chapter goes on to explore the literature 
concerning their developing role, deployment and development in the 
changing context of government initiatives and reform. This will then be 
extended by considering the role EPs have in the training and development of 
TAs with regard to supporting the social, emotional and behavioural needs of 
pupils. The chapter then presents a systematic review of the literature 
focussing on the evidence base for interventions such as ELSA. Finally the 
literature review concludes with an outline of the aims, purpose and research 
questions for this study. 
 
2.1.2. Obtaining the Literature 
This literature review draws on both systematic and non-systematic search 
strategies to source relevant literature. Non-systematic search strategies 
allow for a broader, explorative review of the literature or topic area. This 
involves entering a range of carefully selected key words into relevant search 
engines and online journal databases. Individual search strategies shall be 
explained at the outset of each section, together with inclusion and exclusion 
criteria. In addition to online searches the author used article reference lists 
and hand searches of relevant journal articles to facilitate a broader 
consideration of each topic area identified in the literature review. Finally, in 
order to consider the relevant literature and research focussing on the 
evidence base for interventions (such as ELSA) in detail a systematic search 
strategy is used.  
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2.2. Development of social and emotional skills and behaviour 
2.2.1. Aim 
As its name states, the ELSA project explicitly refers to the concept of 
µHPRWLRQDO OLWHUDF\¶ 7KLV VHFWLRQ LQWURGXces this construct and its theoretical 
XQGHUSLQQLQJV LQ WKH FRQWH[W RI WKH GHYHORSPHQW RI FKLOGUHQ¶V VRFLDO DQG
emotional skills and behaviour. The author intends to define what is meant by 
µHPRWLRQDO OLWHUDF\¶ EXW DOVR FKLOGUHQ¶V µHPRWLRQDO ZHOO-EHLQJ¶ LQ the following 
sections: 
x Development of Emotional Literacy 
x From Emotional Intelligence to Emotional Literacy 
x Emotional Literacy and Emotional Well-being 
x Defining Emotional Well-being 
x Emotional literacy and well-being in the educational context 
 
2.2.2. Search strategy 
To obtain a broad overview of the available literature, an exploratory search 
strategy was used. Therefore several searches using UNLOC (the University 
RI1RWWLQJKDP¶V2QOLQH/LEUDU\&DWDORJXHZHUHFRQGXFWHG)RUWKHVHDUFKHV
to be as effective and sensitive as possible the following was considered: 
x 'LIIHUHQW WHUPV UHODWLQJ WR DQG LQFOXGLQJ µHPRWLRQDO OLWHUDF\¶ DQG
development of social and emotional skills and behaviour e.g. 
emotional intelligence, SEAL (social and emotional aspects of 
learning), emotional well-being, well-being, mental-wellbeing. 
x Hand search of text / article reference lists. 
x Additional searches were conducted via the Department for Education 
(DfE) database and archive. 
x Where necessary only articles and literature relating to school aged 
pupils (ages 5 ± 16) were included as this is the focus of the study. 
 
2.2.3. Development of Emotional Literacy 
,QRUGHUIRUµHPRWLRQDOOLWHUDF\¶WREHXQGHUVWRRGDWWHQWLRQPXVWILUVWEHJLYHQ
to early conceptualisations of emotions and social intelligence more 
FRPPRQO\ UHIHUUHG WRDV D IUDPHZRUNRI µHPRWLRQDO LQWHOOLJHQFH¶ 6DORYH\ 	
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Mayer, 1990). The concept, and terminology, of emotional intelligence has 
been used for several decades and led to many researchers targeting this 
construct for VWXG\LQWKHPLG¶V0D\HU6DORYH\	&DUXVR 
 
Said to be the first to describe emotional intelligence, Salovey & Mayer (1990) 
define emotional intelligence as a subset of social intelligence, which in itself 
is considered as a subset of personal intelligences (intra ± or understanding 
the self, and inter ± understanding others; Gardner, 1983). From this 
emotional intelligence could be seen as an: 
 
³«DELOLW\ WR PRQLWRU RQH¶V RZQ DQG RWKHU¶V IHHOLQJV DQG HPRWLRQV WR
discriminate among them and to XVH WKLV LQIRUPDWLRQ WR JXLGH RQH¶V
WKLQNLQJDQGDFWLRQV´ (Salovey & Mayer, 1990; p189). 
 
Theoretically, emotional intelligence is said to involve the mental processing 
of emotional information to enable one to recognise and monitor our emotions 
in order to guide our actions and solve problems. With this in mind the extent 
to which individuals differ relates to their varying levels of skill with which they 
recognise, monitor and regulate their behaviour (Salovey &Mayer, 1990).  
 
Since its initial development the concept of emotional intelligence has been 
revised to include not just perceiving and regulating emotion but to thinking 
DERXW RQH¶V IHHOLQJ WKLV LV UHSUHVHQWHG LQ WKH IROORZLQJ GHILQLWLRQ WKDW KDV
been cited in recent years (for example Weare, 2004) as: 
 
 ³«WKHDELOLW\WRSHUFHLYHDFFXUDWHO\DSSUDLVHDQGH[SUHVVHPRWLRQWKH
ability to access and/or generate feelings which facilitate thought; the 
ability to understand emotion and emotional knowledge; the ability to 
regulate emotions to promote emoWLRQDO DQG LQWHOOHFWXDO JURZWK´
(Mayer & Salovey, 1997; pp 10) 
 
These abilities are further defined by arranging them in order of relatively 
basic psychological processes (e.g. perceiving and expressing emotion) to 
more psychologically integrated processes (e.g. intentional reflective 
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regulation of emotion; Mayer & Salovey, 1997). This model describes four 
areas of skill that are further subdivided into four, that build up toward more 
complex skills: 
1. Perception, appraisal and expression of emotion 
2. Emotional facilitation of thinking 
3. Understanding and analysing emotions, employing emotional 
knowledge 
4. Reflective regulation of emotions to promote emotional and intellectual 
growth. 
(Mayer & Salovey, 1997; p11) 
 
At around the same time Goleman (1996) described a model of emotional 
intelligence that was developed from much of the same literature and made 
similar claims to that of previous models (Mayer, Salovey & Caruso, 2000 & 
Weare, 2002). Goleman (1998) developed existing definitions of emotional 
intelligence from being purely abilities based to including emotional and 
FRPSHWHQFLHV*ROHPDQ¶VPRGHO WKH(PRWLRQDO&RPSHWHQFH)UDPHZRUN LV
summarised in table 2.1 below: 
 
Emotional Competence Framework 
Personal Competence Social Competence 
x Self-awareness ± Knowing 
RQH¶VLQWHUQDOVWDWHV 
x Self-regulation ± Managing 
RQH¶VLQWHUQDOVWDWHV 
x Motivation ± Emotional 
tendencies that guide actions 
x Empathy ± Awareness of 
RWKHU¶VIHHOLQJV 
x Social skills ± Adeptness at 
inducing desired responses in 
others 
7DEOH*ROHPDQ¶V HPotional competence framework, adapted from 
Goleman (1998; p26-7) 
 
Several claims have been made with regard to the wider implications of 
GHYHORSLQJRQH¶VHPRWLRQDOLQWHOOLJHQFHDFFRUGLQJWRWKLVIUDPHZRUN*ROHPDQ
(1998) asserts these successes can be made in the home, school and work 
environments, and more generally, will serve as an advantage in any domain 
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of life. These claims have been questioned with regard to the predictive 
validity of his model (Mayer, Salovey & Caruso, 2000 & Weare, 2004).   
 
Further criticism can be found with regard to the terminology used by 
Goleman (1998) and Mayer & Salovey (1997) to define such a concept. The 
two models of emotional intelligence illustrated in this section can be 
distinguished further, as Mayer, Salovey & Caruso (2000) demonstrate, based 
XSRQ WKHLU WKHRUHWLFDO XQGHUSLQQLQJV 0D\HU DQG 6DORYH\¶V  PRGHO
considered a mental abilities model, assumes individuals have a capacity for 
processing emotional information (Zeidner, Matthews & Roberts, 2004). By 
Contrast a mixed model (Mayer, Salovey & Caruso, 2000), such as 
*ROHPDQ¶V DVVXPHV WKDW HPRWLRQDO LQWHOOLJHQFH LV D GLYHUVH FRQVWUXFW WKDW
includes aspects of personality and motivational factors as well as the ability 
to recognise, process and regulate emotions (Zeidner, Matthews & Roberts, 
2004). The broad nature of these models is said to make an accurate 
scientific construct unobtainable and some authors claim that current 
definitions, therefore, have little conceptual meaning (Zeidner, Roberts & 
Matthews, 2004). These conceptual differences raise further issues with 
regard to practitioners and researchers seeking to measure and assess 
emotional intelligence (Wigelsworth, Humphrey, Kalambouka & Lendrum, 
2010).  
 
However, research into emotional intelligence sparked much interest in regard 
to how the brain works and the role emotions play in that process, with many 
seeking to investigate possible links with educational outcomes (Weare, 
7KLVLVUHIOHFWHGLQWKHPRUHUHFHQWXVHRI*ROHPDQ¶VPRGHORI
HPRWLRQDO LQWHOOLJHQFH WR XQGHUSLQ WKH 8.¶V QDWLRQDO VWUDWHJ\ WKDW DLPHG WR
develop the social, emotional aspects of learning (SEAL; DfES, 2005) in 
SULPDU\ DQG VHFRQGDU\ VFKRROV )XUWKHUPRUH DQ DGDSWDWLRQ RI *ROHPDQ¶V
(1998) classification of knowledge skills and competences contributed to the 
development of a measure of Emotional Literacy (Southampton Psychology 
Service, 2003), discussed later. Developments such as these demonstrate 
how influential research into emotional intelligence has been with regard to 
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FXUUHQW WKLQNLQJ UHJDUGLQJFKLOGUHQ¶VVRFLDODQGHPRWLRQDOHGXFDWLRQ :HDUH
2004). 
 
2.2.4. From Emotional Intelligence to Emotional Literacy 
 
7KHFKDQJHRIWHUPLQRORJ\WRµHPRWLRQDOOLWHUDF\¶DWOHDVWLQWKHFRQWH[WRI8.
education sector, developed predominantly out of dissatisfaction with the term 
µLQWHOOLJHQFH¶,WZDVIHOWWKDWWKHFRQWURYHUVLDOWHUPµLQWHOOLJHQFH¶DVVXPHVWKDW
DQLQGLYLGXDO¶VVRFLDODQGHPRWLRQDOFDSDFLW\LVLQQDWHIL[HGDQGFRXOGQRWEH
WDXJKW :HDUH  µ(PRWLRQDO /LWHUDF\¶, therefore, is a term that is 
predominantly used and understood by the UK and education sector and has 
led to extensive publications, research and work with schools (Weare, 2004).  
A definition of emotional literacy as it relates to the individual is described as 
the: 
 ³«DELOLW\WRXQGHUVWDQGRXUVHOYHVDQGRWKHUSHRSOHDQGLQSDUWLFXODUWR
be aware of, understand, and use information about the emotional states of 
RXUVHOYHVDQGRWKHUVZLWKFRPSHWHQFH´ (Weare, 2004; p2) 
 
Within this definition is the notion that an emotionally literate person has the 
ability to understand, communicate and regulate their own emotions and 
UHVSRQG WR RWKHUV¶ HPRWLRQV LQ ZD\V WKDW DUH KHOSIXO WR WKHP ERWK :HDUH
2004). Similar to assertions made by Goleman (1996), emotional literacy is 
said to have far reaching benefits beyond the school environment (improving 
standards and inclusion; Weare, 2004), for example, benefits in the 
ZRUNSODFHDQG LPSURYLQJFKLOGUHQDQG\RXQJSHRSOH¶VPHQWDOKHDOWKZKLFK
may then have far reaching benefits to society and the community (Weare, 
2004).  
 
As suggested these claims are not new and may highlight a complexity with 
regard to terminology of such a broad construct. Nevertheless more and more 
practitioners and researchers are using both (if not other) terms when 
referring to a similar thing and there seems to be little consensus about how 
terms such as these should be differentiated (Weare & Gray, 2002). In this 
VWXG\ WKHDXWKRUXVHV WKH WHUP µ(PRWLRQDO/LWHUDF\¶DV WKLV UHIHUVGLUHFWO\ WR
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the intervention under study and acknowledges the origins of emotional 
intelligence (Gardner, 1983 & Salovey & Mayer, 1990) and subsequent 
developments by Goleman (1996) to the current definition of emotional 
literacy. 
 
2.2.5. Emotional Literacy and Emotional Well-being 
It has been established that several commentators and theorists postulate 
that high levels of emotional literacy contribute to greater success in various 
areas of life, education, employment and interpersonal relationships 
(Goleman, 1995; Salovey & Mayer, 1990). But what commentators also 
theorised is that high emotional literacy would also contribute to increased 
feelings of emotional well-being (Schutte, Malouff, Simunek, Mckenley & 
Hollander 2002). It is put forward that those who are able to recognise, 
comprehend and manage their emotions, should be able to not only have a 
better outlook on life, but also experience improved emotional health (Schutte 
et al, 2002).  
 
Research evidence supporting an association between emotional intelligence 
(ability to understand and regulate emotions) and emotional wellbeing 
(positive mood and high self-esteem), is cited by Schutte et al (2002). In their 
article, Schutte et al (2002) present the findings from 3 small-scale studies in 
the US, each consisting of a different sample.  In study 1, participants 
completed the Emotional Intelligence Scale (Schutte et al. 2002) and the 
positive affect negative affect schedule (PANAS, Schutte et al, 2002). In study 
2 participants completed a Self-esteem Scale (Rosenberg, 1965 in Schutte et 
al. 2002) and Emotional Intelligence Scale (Schutte et al, 2002). In study 3, 
participants completed all 3 of the measures as well as completing negative 
state and elation inducing measures (Velten, 1968 in Schutte et al. 2002). 
Findings from study 1 & 2 suggested that higher emotional intelligence was 
associated with more characteristically positive mood and higher self-esteem 
but not lower characteristically negative mood. And findings from study 3 
suggested that participants with higher emotional intelligence were better able 
to maintain positive mood and self-esteem when faced with a negative state 
induction whilst increasing the impact on positive mood of a positive state 
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induction (Schutte et al. 2002). The authors assert that high emotional 
intelligence and emotional well-being is associated with less depression, 
greater optimism and greater life satisfaction, (Schutte et al, 2002). However 
these findings are restricted by methodological limitations, namely the 
comparison of 3 separate samples for each study and the lack of assessment 
of variables not expected to be associated with those under study. 
 
There still remains an issue with regard to terminology and what emotional 
ZHOOEHLQJ SUHFLVHO\ UHIHUV WR ,I ZH WDNH 6FKXWWH HW DO¶V 002) description, 
emotional well-EHLQJ PD\ UHIHU WR RQH¶V HPRWLRQDO UHIOHFWLRQ RQ OLIH DQG WKH
external environment, but the term is also suggestive of including an aspect of 
µKHDOWK¶ ,W LV WKHUHIRUH LPSRUWDQW WR HVWDEOLVK D GHILQLWLRQ RI HPRWLRQDO ZHOO-
being and in what context this construct is best placed. 
 
2.2.6. Defining Emotional Well-being 
Emotional well-being is a construct that has been described as: 
µ$ KROLVWLF VXEMHFWLYH VWDWH ZKLFK LV SUHVHQW ZKHQ D UDQJH RI IHHOLQJV
among them energy, confidence, openness, enjoyment, happiness, 
FDOPDQGFDULQJDUHFRPELQHGDQGEDODQFHG¶   
Weare & Gray (2003) citing Stewart-Brown (2000), p19. 
 
Emotional well-being is a term that is widely used in both educational and 
health contexts (Weare, 2004). Because of the broad, generic and positive 
nature of the term several advantages are associated with its use. For 
example, when used and understood across a range of educational, social 
care and health related environments, it may support greater cohesion 
between these contrasting groups (Weare, 2004). It is also a term that has 
fewer negative connotations as one might expect from Mental Health, for 
H[DPSOH :HDUH  %XW DOVR XVH RI D EURDG WHUP OLNH µZHOO-EHLQJ¶
encourages us to consider the context and environments that nurture 
emotional literacy, such as risk and resilience factors (Weare, 2004). 
Emotional well-being therefore may be considered as inextricably linked to the 
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development of social emotional competence, which is considered an integral 
part of emotional literacy (Weare, 2004). When discussing the importance of 
emotional literacy and well-being in relation to schools, Weare (2004) 
suggests that an emotionally literate school is one that makes positive steps 
to promote the emotional and social well-being of its pupils and adults. One 
may consider that good emotional literacy supports the development of 
emotional well-being, which in turn underpins the development of emotional 
literacy. The circularity and complexity of these constructs is also highlighted 
by those claims made earlier by Shutte et al (2002). 
 
Whilst emotional literacy may be an integral part of emotional well-being, this 
construct is also considered to be part of a much wider concept of mental 
well-being, also understood as positive mental health (Adi, Killoran, 
Janmohamed & Stewart-Brown, 2007). In their broad definition of mental well-
being, which assumes that mental illness and well-being represent opposite 
ends of a spectrum, emotional well-being is but one of three constructs that 
make up this broad term: 
 
x ³(PRWLRQDO ZHOOEHLQJ LQFOXGLQJ KDSSLQHVV DQG FRQILGHQFH DQG WKH
opposite of depression and anxiety). 
x Psychological wellbeing (including resilience, mastery, confidence, 
autonomy, attentiveness/involvement and the capacity problem solve) 
x Social wellbeing (good relationships with others, emotional intelligence, 
the capacity to manage conflict and the opposite of conduct disorder, 
GHOLQTXHQF\LQWHUSHUVRQDOYLROHQFHDQGEXOO\LQJ´  
(Adi et al, 2007, p9) 
 
2.2.7. Emotional literacy and well-being in the educational context 
Schools may be regarded as having a direct influence on the emotional health 
and well-being of their staff and pupils (DfES, 2004b). Therefore, the 
promotion of emotional literacy and well-being in schools is regarded as 
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critical for the development of a healthy and successful school community 
(DfES, 2004b). For this to happen a focus must be on the development of 
SXSLOV¶ VRFLDO DQG HPRWLRQDO VNLOOV DQG EHKDYLRXU 'I(6 E $GGLWLRQDO
benefits have also been linked to school improvement in the areas of teaching 
and learning, behaviour and attendance and staff recruitment and retention 
(DfES, 2004b). 
 
A number of government policies in the context of educational initiatives have 
contributed to, and stressed the deveORSPHQWRIFKLOGUHQDQG\RXQJSHRSOH¶V
emotional well-being, for example Every Child Matters: Green Paper (DoH, 
2003) in the UK. This document described five outcomes for children 
indicating good well-being, Being Healthy, Staying Safe, Enjoying and 
Achieving, Making a Positive Contribution and Achieving Economic Well-
EHLQJ 'R+  )URP WKLV FDPH WKH &KLOGUHQ¶V $FW  'I(6 F
SURYLGLQJD OHJLVODWLYH IRXQGDWLRQVXSSRUWLQJD UHIRUPRIFKLOGUHQ¶VVHUYLFHV
This Act made explicit new statutory duWLHVDQGDFFRXQWDELOLWLHVIRUFKLOGUHQ¶V
services. Along side this Act came the Every Child Matters: Change for 
Children (DfES, 2004a) which set out a national framework for early 
intervention, encouraging schools to be pro-active and work preventatively to 
VXSSRUWDQGSURPRWHFKLOGUHQ¶VZHOO-being.  
 
 VDZ WKH QDWLRQDO LQWURGXFWLRQ RI RQH RI WKH 8.¶V IRUHPRVW HGXFDWLRQDO
strategies, the Social, Emotional Aspects of Learning (SEAL; DfES 2005). 
SEAL is a comprehensive, whole school approach that sought to promote 
those skills thought to underpin effective learning, positive behaviour, 
attendance and emotional well-being (DfES, 2005). As well as being a whole 
school approach, SEAL also has curricula components to allow for 
programmes to be targeted at the whole class, small group and individual 
level (DCSF, 2008). At the heart of SEAL are those domains originally 
proposed by Goleman (1995), self awareness, self regulation, motivation, 
empathy and social skills. It is these domains in which SEAL seeks to develop 
FKLOGUHQ¶V VRFLDO DQG HPRWLRQDO VNLOOV '&6)  ,Q  DSSUR[LPDWHO\
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80% of primary schools and 20% of secondary schools were thought to be 
using the SEAL resources, making it the most widely used approach at the 
time (DCSF, 2008). SEAL is but one of many educational strategies that seek 
WRSURPRWHFKLOGUHQ¶VHPRWLRQDOZHOO-being, but it is this and the emergence of 
WKH &KLOGUHQ¶V $FW  ZKLFK XQGHUSLQQHG WKH HDUO\ GHYHORSPHQW RI WKH
ELSA project (Shotton & Burton, 2008).  
 
This section highlights the difficulty and complexity when it comes to correct 
terminology of these constructs. In the context of this study, emotional well-
being refers to the positive and pro-social emotional state underpinned by 
those social and emotional competences of emotional literacy.  
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2.3. The Teaching Assistant role and impact in the UK 
2.3.1. Aim 
The ELSA project is an EP led intervention that seeks to develop TA 
knowledge and skills by providing them with training and supervision 
combining both psychological theory and practical guidance to meet the 
social, emotional and behavioural needs of pupils with whom they work in the 
context of a school (Burton, 2008). Therefore this section aims to provide 
background information and context regarding the role of the TA and their 
effectiveness in supporting the emotional, social and behavioural needs of 
pupils in the UK. The following areas shall be explored: 
x Prevalence rates of TAs in the classroom 
x TA role, deployment and impact 
x Support for social, emotional and behavioural needs 
 
2.3.2. Search strategy 
To obtain a broad review of the available literature, an exploratory search 
strategy was used. For the search to be as effective and sensitive as possible 
the following was considered: 
x Different terms relating to the role of TA were used (teaching assistant, 
support assistant, learning support assistant, classroom assistant) 
including terms such as role, deployment, training and supervision. 
x A meta-search of several databases and search engines (Applied 
Social Science Index and Abstracts ± ASSIA, PsychInfo, EBSCO, 
British Educational Index and Science Direct) using The University of 
1RWWLQJKDP¶V(-Library gateway was used to obtain relevant literature. 
Additional searches were conducted via the Department for Education 
(DfE) database and archive including The Teaching Agency. 
x Hand search of journal article reference lists. 
x Only articles related to TAs working in the UK with school aged pupils 
(age 5 ± 16) were included as this is the focus of this study. This 
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criterion was to ensure that only those articles relevant to the study 
were selected. 
 
 
2.3.3. Prevalence rates of Teaching Assistants 
Before the prevalence of TAs in the classroom or even their role is explored, 
the issue of terminology must first be addressed. A substantial amount of 
literature has been afforded to this role with different researchers using 
different terms. Webster et al. (2011) make reference to the fact that the term 
µWHDFKLQJ DVVLVWDQW¶ 7$ PD\ EH XVHG WR FRYHU VLPLODU FODVVURRP Eased 
paraprofessional roles including support assistant, learning support assistant 
and classroom assistant.  Even the intervention under study uses the term 
µVXSSRUW DVVLVWDQWV¶ WR GHVFULEH FODVVURRP EDVHG VXSSRUW VWDII +RZHYHU
McVittie (2005) stated that government guidance of the time addressed all 
VXSSRUWVWDIIZLWKLQWKHFODVVURRPDVµWHDFKLQJDVVLVWDQWV¶IRUWKLVUHDVRQWKLV
shall be the term used throughout the study. 
 
It is widely acknowledged in the literature that a dramatic increase in 
investment into additional support staff for schools in England and Wales 
contributed to the increased number of TAs in UK classrooms (Blatchford et 
al, 2011). There are several reasons that commentators give for the rise in 
numbers of support staff and TAs, government policy directions over the past 
15 ± 20 years for example. Review data into the impact of adult support staff 
on pupils and schools suggested that, initially, the increase may be a result of 
the increase in pupils with statements of special educational needs being 
educated in mainstream schools (Alborz, Pearson, Farrell & Howes, 2009). 
This is reflected in the 1997 Green Paper, Excellence for all Children: Meeting 
Special Educational Needs (DfES, 1997) and subsequent Green Paper, 
Teachers: Meeting the Challenge of Change (DfES, 1998). This latter 
document referred to the increase in TAs who provide general support in the 
classroom, not just for those with special educational needs, as a result of the 
introduction of the literacy and numeracy strategies being implemented 
(Blatchford et al, 2011).  
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2.3.4. TA role, deployment and impact 
The concept of support staff working in a mainstream classroom alongside 
teachers is nothing new. Kerry (2005) made reference to the discussion of the 
role as early as 1967 in the Plowden Report (HMSO), which considered all 
aspects of primary education at the time. Since then there has been a 
substantial increase in research attention for this population, focusing on their 
role, deployment and impact in relation to changing government policies and 
strategies (Kerry, 2005). The government at the time sought to define the TA 
role into distinct categories, supporting pupils, supporting teachers, supporting 
the school and supporting the curriculum (DfES, 2000). 
 
The meaning behind the use of the term TA has already been established in 
the context of this literature review, however it has long been a debate 
amongst commentators. The author proposed to use the term TA, cited by 
McVittie (2005) in relation to those adults who work in the mainstream 
classroom directly with pupils. However it has been noted by some that even 
this loose definition the TA role may be subcategorised into 11 distinct job 
titles (Balshaw & Farrell, 2002). However, criticism may be found in that these 
titles only refer to those TAs who work with pupils with special educational 
needs rather than those with more general responsibilities (Kerry, 2005). This 
then led to research conducted with this group, which resulted in a further 
FODVVLILFDWLRQ RI µOHDUQLQJ VXSSRUW DVVLVWDQW¶ 2¶%ULDQ 	 *DUQHU  7KLV
gives rise to further debate as to whether their role is to support learning or to 
support teaching (Kerry, 2005). Kerry (2005) added to this debate by 
conducting a search of the available literature and research at the time in an 
attempt to find patterns within the literature that may reveal distinctions in job 
roles and responsibilities. Like Balshaw & Farrell (2002), Kerry generated 11 
descriptions, with definitions, for a typology of the TA that may be considered 
as being a spectrum of duties: 
 
x Dogsbody 
x Routine administrator/teachers PA 
x Factotum 
x Carer/mentor 
x Behaviour manager 
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x Curriculum supporter 
x Ring fenced operative 
x Specialist 
x Delineated paraprofessional 
x Teacher support and partial substitute 
x Mobile paraprofessional 
(Kerry, 2005; p377) 
 
.HUU\¶VUHVHDUFKDLPHGWRFRQWULEXWHWR WKHH[LVWLQJGHEDWHUHJDUGLQJ
the TA role to support future discussions regarding training. The extent to 
which these descriptors clarify what we mean by the term TA is questionable 
as different employers and settings may share some or many of these 
different duties in their description of the TA role, where as others may not.  
 
What commentators in the literature appear to agree on most is that the TA 
plays a role in supporting both the teacher and the pupil. Subsequent 
research has attempted to investigate the views of stakeholders regarding the 
role of TAs supporting the teaching and learning of pupils and their impact. 
One such study, using a multi-method longitudinal design, aimed to 
investigate how the TA role, training and professional satisfaction is perceived 
by key parties, as well as, the impact of their interactions on pupils and class 
teachers (Russell, et al, 2005). The data reported here was taken from a 
larger research project (Class Size and Adult ± Pupil Ratios Project ± CSPAR) 
that began in 1996 and drew on questionnaire data sent annually to class 
teachers, head teachers and TAs of a key stage 1 cohort and followed them 
through into key stage 2 (Russell et al, 2005). TA sample data suggested that 
50% of the TAs were specifically employed to support at least one pupil with a 
statement of special educational needs. The data also identified different 
areas in which the TAs perceived their main duties were located: 
x General support for all pupils ± 37% 
x Support for specific groups (SEN and/or Behaviour) ± 32% 
x Named pupils with special educational needs ± 12% 
x One identified pupil with special educational needs ± 16% 
x Other ± 4% 
(Russell et al, 2005; p178-9) 
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Results suggested that TAs perceived their main role is interacting directly 
with pupils, and that this may predominantly be a teaching role for the 
neediest of pupils. However TAs themselves reportedly viewed themselves as 
VXSSRUWHUV RI SXSLOV¶ OHDUQLQJ 5XVVHOO HW Dl, 2005). Whilst this study 
establishes the TA role as being complex and challenging at various levels 
(pupil, teacher, school and curriculum) it is unclear as to what is determined 
as the precise specification of the role, teaching the neediest of pupils or 
support for learning, be it social, emotional or academic. A limitation regarding 
the extent these findings can be generalised is to be found in context in which 
the research took place. For example these findings may represent the 
influences of the inclusion movement, which is recognised as having an 
influence on TA role and deployment. These results may not reflect current 
trends or TA experiences. 
 
A more recent article presented results from another large-scale longitudinal 
study (the Deployment and Impact of Support Staff in Schools ± DISS, 2003 ± 
2008) that sought to fill in the gaps left by from previous studies with regard to 
knowledge of TA roles and to analyse the impact of support staff on teachers, 
teaching and pupil learning and behaviour (Webster et al, 2010). The DISS 
project was conducted over a pivotal five year period that saw an increase in 
TAs in the classroom and was funded by the then Department for Children, 
Schools and Families (DCSF; now Department for Education, DfE). The study 
design comprised of two strands designed to be naturalistic in order to 
capture everyday circumstances in school settings (Webster et al, 2010). 
Strand 1 consisted of three national questionnaire surveys targeted at 
schools, teachers and TAs (referred to as support staff). Strand 2 integrated 
both qualitative and quantitative data analysis to study the effect of the 
amount of support received by pupils on their academic progress and 
approach to learning, as well as observations of deployment and practice 
(Webster et al, 2010). Results suggest that TAs are deployed to work directly 
with pupils and their interactions were predominantly with pupils identified as 
having special educational needs (32% at school action, 41% at school action 
plus or with a statement), but still worked with those not considered as having 
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special educational needs (27%; Webster, 2010). The researchers considered 
the findings of this research under the topics of deployment, practice and 
preparedness. With regard to deployment, it was found that TAs were 
inextricably linked to the inclusion of pupils with special educational needs; 
however, they had inadvertently become their primary educators, leading to 
negative effects on academic attainment (Webster et al, 2004). This was 
reflected in the practice observed, as the majority of the interactions observed 
were with pupils with special educational needs. This raised the question as to 
quality of these interactions, which were often reactive and focused on 
completion of work rather than supporting learning and understanding 
(Webster et al, 2004). If TAs were to have more of a teaching role, then this 
raises additional issues with regard to their preparedness, as many were 
considered to be acting blind to the expectations and requirements of the 
FODVV WHDFKHU DQG WKH SXSLOV¶ QHHGV :HEVWHU HW DO  7KH DXWKRUV
conclude by highlighting two possible outcomes. First, should TAs continue to 
have a pedagogical role, then this must be more tightly defined and further 
supported with relevant training, and second, if their role is not to be 
pedagogical then this too must be defined. 
 
$VZLWK5XVVHOOHWDO¶VVWXG\LQWHUSUHWDWLRQVPDGHIURP:HEVWHUHWDO¶V
(2010) findings may be limited, as data gathered during strand 1 (three 
biennial large scale questionnaires) was conducted during an early stage in 
the workforce remodelling process (DfE, 2010). As a result there may have 
been significant changes in school practice before, or even during, strand 2 
(structured observations, case studies, pupil support surveys) of the research. 
This limits the extent to which they may be compared and interpretations 
made on the data. 
 
2.3.5. Support for social, emotional and behavioural needs. 
Literature presented thus far has identified a primary role of the TA as working 
directly with pupils identified as having special educational needs or indeed 
statement of special educational needs. As well, a growing number of TAs are 
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being deployed to work with those whose special educational needs are 
specific to social, emotional and behavioural difficulties (SEBD; Groom & 
Rose, 2005).  
 
Groom & Rose (2005) report the ways in which the role of the TA have been 
developed to support the SEBD needs of pupils aged 7-11 in one local 
education authority. Both qualitative and quantitative data was collected over 
three stages from 247 primary schools. The first stage consisted of 
questionnaires sent to head teachers of each school, of which 97 responded. 
This was followed by a more in-depth study, using questionnaires, with line 
managers of TAs from 20 of the 97 schools. And finally semi-structured 
interviews were conducted in five of the schools, with head teachers, 
governors, teachers, TAs pupils and parents (Groom & Rose, 2005). 
Responses from follow up surveys with line managers suggested various 
success criteria for determining effectiveness of TA deployment in relation to 
supporting pupils with SEBD: 
x Pupils included in majority of lessons 
x Pupils meeting targets 
x Reduced periods of exclusion 
x Reduced amount of 1:1 support 
x Pupil feeling part of school community 
(Groom & Rose, 2005; p26) 
 
In this case TA impact is not seen as related to academic outcomes, rather as 
D MXGJHPHQW RQ D SXSLO¶V ZHOO-being and inclusion, offering an alternative 
interpretation and assessment of TA impact. What Groom & Rose (2005) also 
found were the various successful interventions schools felt TAs employed to 
support the SEBD needs of these pupils, the most successful being 1:1 
support and small group work, the next being: 
x Reward systems 
x Pastoral care 
x Circle time and other interventions 
x Mentoring 
x Lunch time support 
x Nurture groups 
x Self esteem programmes 
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x Peer support. 
(Groom & Rose, 2005; p24) 
 
Groom & Rose (2005) highlighted the importance of specific training and 
support for TAs to successfully meet the needs of pupils with SEBD due to the 
complex nature of these difficulties. This would enable the TA to provide 
effective support at each of the four strands (support for pupil, teacher, 
curriculum and school) identified by the DfES (2000). The main limitation with 
this research, however, is to be found with the small sample size from which 
the study is based, thus limiting the extent to which conclusions can be 
generalised to a national context. 
 
The role and deployment of the TA is considered to be varied by many of the 
researchers illustrated in this section. What is clear is that TAs play a vital role 
at various levels within the context of the school, supporting the pupil, the 
teacher and the curriculum. What the author hopes to have highlighted is that 
what ever role a TA is seen to have, there has been, and may continue to be, 
a need for further training and development in order for this support to be 
most effective. In the context of this study, the ELSA intervention is 
underpinned by the assumption that the TA has a vital role to play in 
supporting the SEBD needs of pupils and aims to provide them with 
knowledge and practical strategies to support their development with this. 
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 7KH (GXFDWLRQDO 3V\FKRORJLVW¶V UROH LQ WKH FRQWH[WRI WUDLQing and 
supervision of TAs 
 
2.4.1. Aim 
The ELSA project is an EP led intervention that seeks to develop TA 
knowledge and skills by providing them with training and supervision 
combining both psychological theory and practical guidance to meet the 
social, emotional and behavioural needs of pupils with whom they work in the 
context of a school (Burton, 2008). Therefore this section aims to explore the 
available literature of EP role with regard to the training and supervision of 
TAs. This section will consider the following areas: 
x The psychology of training and learning 
x Training needs of TAs 
x Training and the role of the EP 
 
2.4.2. Search strategy 
To obtain a broad review of the available literature, an exploratory search 
strategy was used. For the search to be as effective and sensitive as possible 
the following was considered: 
x Different terms relating to the role of TA were used (teaching assistant, 
support assistant, learning support assistant, classroom assistant) 
including terms such as training and supervision. 
x A meta-search of several databases and search engines (Applied 
Social Science Index and Abstracts ± ASSIA, PsychInfo, EBSCO, 
British Educational Index and Science Direct) using The University of 
1RWWLQJKDP¶V(-Library gateway was used to obtain relevant literature. 
Additional searches were conducted via the Department for Education 
(DfE) database and archive including The Teaching Agency. 
x Hand search of journal article reference lists. 
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x Only articles related to TAs working in the UK with school aged pupils 
(age 5 ± 16) were included as this is the focus of the current study. 
This criterion was to ensure that only those articles relevant to the 
study were selected. 
x 6RXUFHVREWDLQHGYLDDVHDUFKRIWKH8QLYHUVLW\RI1RWWLQJKDP¶V/LEUDU\
Catalogues using tKHWHUPVµ3V\FKRORJ\¶DQGµ7UDLQLQJ¶ 
x Additional sources obtained via searches conducted in online journal 
articles relevant to the EP profession, Educational Psychology in 
3UDFWLFH(GXFDWLRQDODQG&KLOG3V\FKRORJ\6HDUFKWHUPVZHUH µ(3¶
µ7UDLQLQJ¶DQd terms relating to the TA (see above). 
x Articles relating to EPs training each other were excluded. 
 
2.4.3. The Psychology of training and learning 
Before the psychology of training and learning can be addressed, there must 
first be a definition of training from which we can begin. A definition cited from 
the organisational psychology literature describes training as: 
 
³$ SODQQHG SURFHVV WR PRGLI\ DWWLWXGH NQRZOHGJH RU VNLOO EHKDYLRXU
through learning experience to achieve effective performance in an 
activity or range of activities. Its purpose, in the work situation, is to 
develop the abilities of the individual and satisfy the current and future 
QHHGVRIWKHRUJDQLVDWLRQ´ 
(Reid and Barrington, 1997. P7 cited by Statt, 2003; p3) 
 
 
This definition makes reference to training in an ideal situation whilst 
acknowledging the actual situation that trainers must deal with, that being the 
individual or one receiving the training (Statt, 2003). Attention is also given to 
the terminology of training and its relationVKLSZLWKWKDWRIWKHWHUPµHGXFDWLRQ¶
Whilst some argue that both terms can be used synonymously, referring to 
the same activity, it may also be that the former emphasises knowledge, 
whilst the latter, techniques (Statt, 2003). However, whatever the distinction, 
both are considered rooted within the psychology of learning (Statt, 2003). 
That is, the individual psychological processes of learning, personality and 
motivation; social psychological processes, such as group dynamics, and the 
psychology of the training experience, communication and analysis of training 
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needs (Statt, 2003). The term that shall be used throughout this section shall 
EH WUDLQLQJ DV WKH (/6$ SURMHFW LV FRQFHUQHG ZLWK HQKDQFLQJ SDUWLFLSDQWV¶
knowledge and practical skills.  
 
Learning is considered an integral part of any training intervention, and it may 
be considered that unless learning has taken place there has been no training 
(Statt, 2003). The concept of learning may be broadly defined as: 
 
³7KH UHODWLYHO\ SHUPDQHQW SURFHVV E\ Zhich changes in behaviour, 
NQRZOHGJHIHHOLQJVRUDWWLWXGHVRFFXUDVWKHUHVXOWRISULRUH[SHULHQFH´ 
(Statt, 2003; p14) 
 
This broad definition highlights the challenge faced when attempting to define 
this concept (Merriam & Caffarella, 1991). If learning is considered to be a 
process rather than an end product then how are these processes explained? 
There are many explanations of learning (learning theories); some are more 
comprehensive than other and there are different ideas as to how they are 
grouped for discussion (Merriam & Caffarella, 1991). Four basic orientations 
have been identified by Merriam & Caffarella (1991), Behaviourist, Cognitive, 
Humanist and Social Learning. Each present different assumptions about 
learning that relate to adult learning and these shall be addressed in turn. It 
should be noted, however, that these are not exclusive or exhaustive. 
 
The Behaviourist orientation 
Within this orientation, commentators distinguish between three forms of 
behaviourist theory of learning: imitation, connectionism and conditioning 
(Merriam & Caffarella, 1991 & Jarvis, 2010). Imitation, considered the most 
fundamental of all learning (Jarvis, 2010), assumes that our learning 
(behaviour change) occurs through observation of the world around us. 
ConnectioQLVPRUµWULDODQGHUURU¶OHDUQLQJ-DUYLVIRFXVHVRQWKHZD\
in which if a learner discovers an act or explanation to be effective they will 
most likely repeat the behaviour (Jarvis, 2010). Finally conditioning, in relation 
to adult learning, focXVHVRQWKH µWHDFKHU¶DVEHLQJFHQWUDO WREULQJLQJDERXW
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learning through rewarding/reinforcing a desired behaviour or response 
(Merriam & Caffarella, 1991).  
 
The behaviourist orientation is said to underpin much of adult learning; for 
H[DPSOH D WHDFKHU¶V role would be to design an environment (instructional 
programme) that elicits desired behaviour (learning outcomes; Merriam & 
Caffarella, 1991). However, criticism of this approach can be found in the 
exclusive attention to overt behaviours to explain learning and ignores the 
cognitive or information processing of learning (Merriam & Caffarella, 1991).  
 
The Cognitive orientation 
The main difference between the cognitive and behaviourist paradigms is with 
the control of the learning activity. Where behaviourists view control being in 
the environment, cognitivists view control as being with the learner (Merriam & 
Caffarella, 1991). Many of the contributions have come from Gestalt learning 
theories, where one looks at the whole rather than its parts or individual 
events. The cognitive orientation therefore views the learner as one that 
reorganises and interprets sensations, giving meaning to situations or the 
environment (Merriam & Caffarella, 1991). A learner is conceived as one who 
thinks about those factors/issues necessary to solve a problem and constructs 
the solution cognitively (Merriam & Caffarella, 1991). Whilst this orientation 
may view the adult as a holistic learner it may not explicitly acknowledge the 
possible relationship with previous learning experiences or potential for 
growth (Merriam & Caffarella, 1991).  
 
The Humanist orientation 
:LWKLQ WKLV SDUDGLJP OHDUQLQJ RFFXUV GXH WR WKH OHDUQHU¶V QHHG WR EH VHOI
directed or autonomous, otherwise known as self-actualisation (Tennant, 
2006). The concept of the self was seen to be going against the scientific 
explanation of the individual found in other paradigms (Tennant, 2006). 
0DVORZ¶VWKHRU\RIKXPDQPRWLYDWLRQEDVHGXSRQDKLHUDUFK\RIQHHGV
assumes that self-actualisation is the goal of learning, and is something that 
educators or trainers should seek to bring about (Tennant, 2006). Maslow 
believed that learning requires the individual to move through a hierarchy of 
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lower level motives, satisfying their desires, before reaching the eventual 
motive of self-actualisation, seen below: 
1. Physiological needs 
2. Safety needs 
3. Love and belongingness needs 
4. Self-esteem needs 
5. Self-actualisation 
(Tennant, 2006; p12, citing Maslow, 1968) 
 
This paradigm suggests a positive relationship between the learner and 
trDLQHUHGXFDWRUDVWKHODWWHUDWWHPSWVWRVDWLVI\WKHIRUPHU¶VQHHGVDFFRUGLQJ
WR 0DVORZ¶V  KLHUDUFK\ +RZHYHU D FKDOOHQJH WR WKLV RULHQWDWLRQ PD\
arise with the concept of self-directed learners not responding to an 
HGXFDWRU¶V DWWHPSWV WR VDWLVI\ WKeir needs in a training context (Merriam & 
Caffarella, 1991).  
 
The Social Learning orientation 
Put simply, social learning theory assumes that people learn through 
observation of others in their environment/social setting (Merriam & Caffarella, 
1991). How this learning occurs draws upon previously discussed paradigms. 
For example social learning theory acknowledges the importance of 
observations being imitated and reinforced, but also the importance of the 
cognitive aspect of this observational learning (Merriam & Caffarella, 1991). 
That is, all learning can occur vicariously through observations of other 
SHRSOH¶V EHKDYLRXU DQG WKH FRQVHTXHQFHV IRU WKH OHDUQHU REVHUYHU
popularised by Bandura in the 1970s (Merriam & Caffarella, 1991). In addition 
to similarities with behaviourist and cognitivist thinking, social learning theory 
identifies the learner as being just as important in the learning process though 
self-regulation of behaviours (Merriam &Caffarella, 1991). This orientation has 
relevance to adult learning in that it acknowledges the individual, behaviour 
and the environment as having a reciprocal role in the learning process. In 
relation to adult learning this orientation may lead to a deeper understanding 
as to how adults learn when considering the interactions between an 
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individuals behaviour, mental processes, personality and context (Merriam & 
Caffarella, 1991).  
 
In summary, the four orientations explored here hoped to demonstrate the 
varied insights psychology can bring to understanding learning in the context 
of adult learning. As each orientation has different set of underpinning 
assumptions, there may be just as many implications for instructors or 
programme planners when developing interventions that will enable adult 
learning to occur. In the context of this study these orientations may provide 
useful insights into how the ELSA training was delivered and have 
implications for future delivery based upon participants experiences.  
 
2.4.4. Training needs of TAs 
Previous sections of the literature review have explored the political context of 
the rise of TAs in the classroom, as well as, their role and deployment. 
Research also shows characteristics of the role with regard to TA training and 
professional development. A recent topic paper (DfE, 2010) presents research 
statistics from three national studies into school support staff conducted over 
the last 15 years, the School Census, the DISS (deployment and impact of 
VFKRRO VXSSRUW VWDII SURMHFW DQG WKH 7UDLQLQJ DQG 'HYHORSPHQW $JHQF\¶V
(TDA) Support Staff Study (SSS). 
 
Training and development 
The issues in training and professional development of TAs have long been a 
focus for research. Dyer (1996) analysed documentary evidence and semi-
structured interviews of TAs (referred to as LSAs) to explore the central 
LVVXHV UHODWLQJ WR WKHLU FRQWLQXLQJ SURIHVVLRQDO GHYHORSPHQW &3' '\HU¶V
(1996) research highlighted the importance of CPD opportunities provided by 
individual settings through dedicated finances and budgets, as well as further 
support and accreditation from higher education institutions. The conclusions 
made by the author, however, were based upon data collected from a small 
sample of TAs in one local education authority, and as a result may not 
represent the national context at the time. 
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Whilst it is recognised in the literature that the workforce remodelling identified 
the need for TAs to receive effective training and have clear and open routes 
for career progression (Groom, 2006), national studies reflect a different 
picture. Training and development for teaching or subject curriculum was 
RIWHQ OLNHO\ WR EH SLFNHG XS YLD WKH FODVV WHDFKHU¶V ZKROH FODVV LQSXW UDWKHU
than through formal training methods/approaches (Blatchford et al, 2009). 
Case study data also suggests that some school leaders felt formal training 
was not a priority for their staff or setting (Blatchford et al, 2009). The same 
was found with regard to TAs supporting behaviour management, with 
strategies being used that are similar or the same as those used by the class 
teacher (Blatchford et al, 2009). This may appear to be a positive and 
consistent approach to behaviour management, but it is not clear as to the 
precise methods/strategies used or if they are implemented at a whole school 
level. 
 
Professional development is essential to supporting the development of skills, 
understanding, experience, knowledge and effectiveness of those working in 
schools (Groom, 2006). Typically the responsibility for overseeing this need 
lies with a special educational needs co-ordinator (SENCO) or head teacher 
in primary and secondary schools (DfE, 2010). Varying practices for 
supporting the CPD needs of TAs are identified in the literature, for example 
work shadowing, observation and mentoring (Groom, 2006). In addition to this 
much of the training for TAs has been provided during school based INSET 
time, typically provided by local authority providers (DfE, 2010). INSET days 
are spread over an academic year and are usually expected to be used for 
training purposes, although this is not guaranteed (DfE, 2010). Only 50% of 
TAs felt that this form of training and development supported them in carrying 
out their role, and only 15% felt that it led to improved outcomes for children 
with whom they worked (DfE, 2010). This highlights a need for TA training to 
reflect the needs of the school, the pupils and the TAs themselves (Moran & 
Abbott, 2002).  
 
Often barriers to effective training have been associated with releasing groups 
of TAs to attend training during contracted hours and difficulty with locating 
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sources of funding for external training most relevant to the TA role (DfE, 
*URRP¶VGLVFXVVLRQSDSHUVXJJHVWVWKDWFHQWUDOWRWKHVXFFHVV
of professional development is the development of a collaborative school 
culture that builds on partnerships to share good practice and problem solving 
strategies to overcome challenges. It is suggested that this may begin from 
initial, well planned induction programmes, supported throughout the school 
setting and underpinned by further sessions involving peer support and 
mentoring (Groom, 2006). 
 
The literature presented here suggests that, currently, TAs do not necessarily 
require previous experience, training or qualifications to acquire their role. 
However research suggests that TAs value training and some recognise the 
influence this can have on pupils with whom they work (DfE, 2010). Interviews 
with TAs have also revealed that they would value both accredited and non-
accredited training courses to support their career progression (Farrell, 
Balshaw & Polat, 2000). Furthermore, commentators assert that the most 
effective training should be rooted in practice and involve participant 
discussion and reflection (Groom, 2006). This may have implications for the 
role of the EP with regard to their role in training and development and shall 
be reviewed in greater detail. 
 
2.4.5. Training and the role of the EP 
6LQFH WKH SXEOLFDWLRQ RI *LOOKDP¶V 5HFRQVWUXFWLQJ (GXFDWLRQDO 3V\FKRORJ\
(1978), the role of the EP has progressively shifted away from work with 
individual children to work with teachers and schools through indirect and 
preventative methods aimed at the organisation (Jones & Frederickson, 
1990). Throughout the literature commentators have attempted to determine 
what the distinctive role of the EP is. Curran, Gersch & Wolfendale (2003) put 
forward a pragmatic and more traditional model of service delivery, where the 
EP operated at the individual level (assessment and intervention) and the 
organisational level (e.g. providing in service training) and the systems level 
(e.g. developing provision). However these may not be considered as unique 
or exclusive to the EP. In his discussion paper Cameron (2006) posits that the 
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role of the EP has the potential to use psychology in a way that opens the 
minds of individuals with whom they work and empowers them in their role. 
 
Other researchers have suggested this unique aspect of the EP role may 
involve the in-service training and development of TAs and teachers (Farrell, 
Balshaw & Polat, 2000; Norwich, 2000 & Ashton & Roberts, 2006). It has 
been suggested that this role, as well as emerging from the reconstruction of 
the profession, can be see to have emerged from policy developments such 
as Every Child Matters (DoH, 2003; Baxter & Frederickson, 2005). Project 
work and in-service training is considered both a complex and demanding role 
(Balchin, Randall & Turner, 2006). For training and development to be most 
effective it needs to be planned and organised, owned by the trainee/setting 
rather than the EP and embedded in a the context of the setting addressing 
their individual needs (Balchin, Randall & Turner, 2006). In addition, effective 
in-service training ensures that there are opportunities for trainees to engage 
in experiential learning via coaching modelling and scaffolding, which can also 
encourage independence in the learner (Balchin, Radall & Turner, 2006). 
 
A particular method of EP led training, illustrated in the literature, suggests 
that there are multiple objectives and aims associated with this role: 
x Direct effect ± Have an effect on individual pupils 
x Training effect ± Develop skills of staff to sustain future change 
x General effect ± whole school development / organisational change 
(Balchin, Randall & Turner, 2006) 
 
These effects were illustrated in the use of a Coach Consult Method that 
combined project work and in-service training to enable schools (n=4) to 
manage and have ownership of individual play projects and sustain change 
(Balchin, Randall & Turner, 2006). Evaluation of this method suggested that 
post-WHVW PHDVXUHV GHPRQVWUDWHG GLUHFW HIIHFWV RQ SXSLOV¶ SOD\ H[SHULHQFHV
across all four schools, whilst analysis of post training evaluations suggested 
that this method had both a positive training and general effect for participants 
and settings (Balchin, Randall & Turner, 2006). However a criticism of this 
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study is its small scale and the limited amount of data gathered mean that it 
may not be possible to generalise the findings to other contexts. This 
approach may be seen as one of many EPs use as a staff development tool, 
incorporating different elements such as soft systems methodology 
(Frederickson, 1990), problem analysis (Monsen, Graham, Frederickson & 
Cameron, 1998) and a consultative model (Wagner, 2000) makes it possible 
for development work to be more effective according to the criteria outlined by 
Balchin, Randall & Turner (2006). In this regard the Coach Consult Method 
PD\EHVHHQDVDVHWRISULQFLSOHVUDWKHUWKDQD µPRGHO¶RI WUDLQLQJ%DOFKLQ
Randall & Turner, 2006). 
 
Although Balchin, RaQGDOO	7XUQHU¶VPRGHODLPHGWRDFKLHYHDOOWKUHH
effects (direct, training and general), other studies of EP training have aimed 
to achieve a training effect by skilling up staff within a setting. For example, a 
study by Hayes, Richardson, Hindle & Grayson (2011) sought to develop 
secondary school TAs skills in positive behaviour management via video 
interaction guidance. Through video capture and feedback sessions (x2) 
based upon their interactions with pupils, TAs felt that this approach had a 
positive impact on their skills and confidence to support challenging behaviour 
(Hayes, Richardson, Hindle & Grayson, 2011). It may be argued however that 
by achieving a training effect (skilling up of staff) there may also be an indirect 
effect on the pupil. This may be seen in research that sought to develop the 
literacy and numeracy skills of children via Precision Teaching (Downer, 2007 
& Roberts & Norwich, 2010). 
 
Very little research on EP-led training applies all of the principles set out by 
Balchin, Randall & Turner (2006), making it difficult to determine the most 
effective model of training that could be used to develop staff skills, implement 
and sustain a change at the organisational level whilst having a direct effect 
on the pupil. With these principles in mind an argument may be made with 
regard to the various effects the ELSA project may have. In theory this 
training project seeks to develop the skills and knowledge of the TA to meet 
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the SEBD needs of pupils with whom they work (Burton, 2008), thus achieving 
a direct and a training effect. The following section, therefore, seeks to review 
the evidence base of this intervention, which will form the basis for the 
DXWKRU¶VFXUUHQWVWXG\ 
 
 
 
2.5. Systematic literature review and review of ELSA evaluation research 
2.5.1. Aim 
This section aims to set the present study within the context of recent 
UHVHDUFK LQWR GHYHORSLQJ FKLOGUHQ DQG \RXQJ SHRSOH¶V VRFLDO HPRWLRQDO DQG
behavioural skills via a TA delivered intervention, supported by adult training. 
  
2.5.2. Search strategy 
To obtain a broad review of the available literature, a systematic search 
strategy was used. For the search to be as effective and sensitive as possible 
the following was considered (individual search audits can be found in the 
appendices): 
x Different terms relating to the role of TA were used (teaching assistant, 
support assistant, learning support assistant, classroom assistant) 
including terms such as training and supervision. Additionally different 
WHUPVUHODWLQJWRDQGLQFOXGLQJµHPRWLRQDOOLWHUDF\¶DQGGHYHORSPHQWRI
social and emotional skills and behaviour e.g. emotional intelligence, 
SEAL, emotional well-being, well-being, mental-wellbeing, behaviour, 
social emotional skills. 
x A meta-search of several databases and search engines (Applied 
Social Science Index and Abstracts ± ASSIA, PsychInfo, Education 
Resources Information Centre - ERIC) using The University of 
1RWWLQJKDP¶V(-Library gateway was used to obtain relevant literature. 
x Examination of article titles and abstracts were used to determine their 
relevance. 
Inclusion criteria: 
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x Only articles related to TAs working in the UK with school aged pupils 
(age 5 ± 16) to support their social emotional behavioural skills were 
included as this is the focus of the current study. This criterion was to 
ensure that only those articles relevant to the study were selected. 
x Articles that include training in targeted interventions for TAs. 
x 2XWFRPHV UHODWHG WR SXSLO¶V LGHQWLILHG DV KDYLQJ VRFLDO HPRWLRQDO RU
behavioural difficulties. 
x Articles published since 2000. 
x Articles are peer reviewed. 
Exclusion criteria: 
x Articles that relate to universal / whole school or class based 
interventions to support pupil social, emotional and / or behavioural 
skills. 
x $UWLFOHV UHODWLQJ WR SXSLO¶V RXWVLGH SULPDU\ or secondary school 
population (such as early years or college / further education). 
x Articles not set in the UK context 
x Articles not available as full text 
 
Using the search terms described above, each systematic search produced 
many results (ERIC ± 33, ASSIA ± 30 & Psychinfo ± 96). Undertaking a 
process of reviewing the usefulness and relevance of these articles the 
author, using the inclusion / exclusion criteria, was able to reduce these to 4 
articles for review. 1 additional article related directly to the ELSA however 
this is not included in this review, but considered in section 2.5. Table 2.2 
provides details of the studies that met the selection criteria: 
 
Author Study title Relevance to review 
Smith (2001) Using social stories to 
enhance behaviour in 
children with autistic 
spectrum difficulties. 
- TAs, class teachers and 
parents given training on 
targeted intervention (social 
stories) and their application 
with pupils. 
- Study sought to evaluate 
impact of social stories 
against pupil behavioural 
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outcomes 
Frederickson, 
Warren & 
Turner (2005) 
³&LUFOH RI )ULHQGV´ ± An 
exploration of impact over 
time. 
- School staff given training 
on Circle of Friends 
approach to support future 
use. 
- Study investigates potential 
gains made in the social 
inclusion of a target child 
and if these are maintained 
over time. 
Waters (2008) Therapeutic story-writing: 
The use of therapeutic 
story writing groups to 
support pupils with 
emotional difficulties. 
- Training given to SENCOs 
in one LA regarding the 
therapeutic story writing 
intervention. 
- Study aimed to assess the 
impact of this group based 
LQWHUYHQWLRQ RQ SXSLOV¶
social, emotional and 
academic learning. 
Humphrey, 
Kalambouka, 
Wigelsworth & 
Lendrum 
(2010) 
Going for Goals: An 
evaluation of a short, 
social emotional 
intervention for primary 
school children 
- Study aimed to assess the 
efficacy of a SEAL based 
small group based 
intervention on targeted 
pupils social and emotional 
skills, behaviour and 
emotional well-being. 
- Intervention under study is a 
wave 2 intervention 
developed as part of the 
Primary SEAL, Wave 1 
curriculum introduced to 
schools in 2005. As such 
staff participants would have 
been trained in its use. 
Table 2.2: Description of the studies and their relevance that met the 
selection criteria for the systematic review 
 
Review of literature 
 
Smith (2001) describes an evaluation of the impact social stories (Gray, 1994) 
have on supporting the needs of children with Autistic Spectrum Condition 
(ASC) in mainstream schools. Together with special school staff, the 
researcher (EP), developed a 2 ½ day training session for TAs, class teachers 
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and parents on the theory and application of social stories (TAs and class 
teachers attending training n=62, pupils n = 19). The study gathered data via 
evaluation forms that provided information such as pupil details (age, gender, 
key stage, and diagnostic status), behaviour (inappropriate and desired), 
GHVLJQ RI WKH VWRU\ VXFFHVVIXOQHVV XVLQJ D  µQRW DW DOO¶ -  µ FRPSOHWHO\¶
likert scale) and other comments related to expected or unexpected 
outcomes. Findings suggested that 16 of the 19 stories were rated above the 
mid-point of the scale, whilst 13 of the 19 were rated between 7 and 10. 
Additional findings suggested that participants perceived the stories as 
enjoyable, practical and effective (Smith, 2001). Claims as to the impact the 
WUDLQLQJVHVVLRQDQGVXEVHTXHQWGHYHORSPHQWRIVRFLDOVWRULHVKDYHRQSXSLOV¶
behavioural outcomes are limited. This study reports adult perceptions 
regarding the utility of social stories as a means of determining their 
effectiveness. Without data to demonstrate a reduction of inappropriate 
behaviours over time it is not possible to make such claims. As such the 
methodology used in this study means it is not possible to assert the efficacy 
of social stories. 
 
Frederickson, Warren & Turner (2005), report data and findings from a follow-
XS RI D SUHYLRXV VWXG\ H[SORULQJ WKH LPSDFW RI D µ&LUFOH RI )ULHQGV¶ &R)
Taylor, 1997) approach. CoF is an intervention developed to support the 
inclusion of pupils with SEN or SEBD in their mainstream setting by enlisting 
WKH VXSSRUW RI D WDUJHW FKLOG¶V SHHUV WR IRUP D JURXS RU µFLUFOH RI IULHQGV
(Frederickson, Warren & Turner, 2005). Findings from the initial study 
suggested differences in non-WDUJHWFKLOGUHQ¶VDWWLWXGHVWRZDUds a target child, 
EXWQRWWKHWDUJHWFKLOG¶VEHKDYLRXU)UHGHULFNVRQ	7XUQHU7KHDLPV
of this study were to investigate potential gains made in the social inclusion 
(increase in social acceptance and decrease in social rejection) of a focus 
child, and establish whether gains were maintained over time. Using a 2-
phase design, pupils (n=14) were assessed by the school EP as having peer 
relationship problems for which a circle of friends approach was considered to 
be appropriate. Phase 1 consisted of establishing the circle of friends with 
ZHHNO\ PHHWLQJV EXLOGLQJ VFKRRO¶V NQRZOHGJH DQG VNLOOV WR VXSSRUW IXWXUH
uses. Pupil data was collected at 4 time points using forced choice 
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sociometric questionnaire (LITOP Questionnaire from the Social Inclusion 
Survey, Frederickson, Warren & Turner, 2005). Findings from phase 1 
suggested statistically significant increases in social acceptance and 
decreases in social rejection over the first 3 time points. Phase 2 was an 18-
week follow up at time 4 of 7 of the 14 original participants, using the same 
measures. Follow-up assessments suggested that gains made in social 
acceptance steadily returned to baseline whilst the reduction in social 
rejection remained stable. These findings offer support to the claims of an 
earlier study (Frederickson & Turner, 2003), that the circle of friends approach 
impacts on the attitudes of the peer group rather than the behaviour of a 
target child. However, they also demonstrate that changes made in peer 
attitudes may not be sustained without a behavioural change of the focus 
child. However generalisations of these findings may be limited due to the 
small sample size (n=14) in phase 1 and the 50% reduction rate in phase 2.  
 
Waters (2008) reports the findings from a research report commissioned by 
the South East Region Special Educational Needs (SERSEN) partnership 
evaluating the impact of therapeutic story-ZULWLQJ JURXSV RQ SXSLOV¶ VRFLDO
emotional and academic learning. Following a 3 day training event for 50 
SENCos the research study focused on a sample of 21 pupils drawn from 4 
schools whose SENCos had attended the training. This was a mixed methods 
evaluation using predominantly qualitative methods supplemented by 
quantitative measures. The intervention consisted of groups of pupils, 
identified as benefiting from this approach, attending at least 10 therapeutic 
story-writing sessions. Specific methods included; group semi-structured 
interviews with 5 groups of pupils, individual pupil interviews, semi-structured 
interviews with SENCos leading the groups and quantitative analysis of 
interview responses. Qualitative data from one school was analysed using 
thematic analysis, and the resulting themes were then checked for their 
reliability across the whole sample. Qualitative analysis was used to display 
grouped responses to closed questions. Findings of this evaluation suggest 
WKDW RYHUDOO WKHUH ZDV D SRVLWLYH HIIHFW RQ SXSLO¶V HPRWLRQDO VRFLDO DQG
academic learning. For example, pupil were able to use the medium of story-
writing to process emotional experiences, improve their self-esteem as writers 
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and increase their motivation and concentration to engage with story-writing. 
However, it may not be possible to assert the claims that therapeutic story-
writing groups have a positive impact on the social, emotional and academic 
learning of pupils as there was no formal method of measuring differences 
made on these variables over time. In addition positive findings may be 
expected due to the sample being selected on the basis that they would 
benefit from the approach. Whilst self-reports in interviews may suggest 
positive outcomes for individuals or groups, these are only individual 
perceptions. The methodology used in this study means that it may not be 
possible to generalise the findings to other groups, thus limiting the extent to 
which one can assert the efficacy of this intervention. 
 
The final study to emerge from the systematic review is one presented by 
Humphrey, Kalambouka, Wigelsworth & Lendrum (2010). This UK based 
study aimed to investigate the immediate and long term (seven week follow-
XSHIIHFWLYHQHVVRIDVKRUWVRFLDODQGHPRWLRQDOLQWHUYHQWLRQFDOOHGµ*RLQJIRU
*RDOV¶'HYHORSHGDVSDUWRIWKH3ULPDU\6($/SURJUDPPHLWDLPVWRVXSSRUW
pupils to take responsibility for their learning and develop goal directed 
behaviours. This study used a quasi- experimental design taking both pre and 
post-test measures of pupil social emotional skills using the emotional literacy 
assessment and intervention measure (ELAI: Southampton Psychology 
Service, 2003) and behavioural adjustment using the Strengths and 
Difficulties Questionnaire (SDQ, Goodman, 1997). The sample was obtained 
from 22 schools and comprised of 182 primary aged pupils, 102 in the 
experimental group and 80 in the comparison group. The variables under 
study were between group (wait list control versus experimental group) and 
role (extra support versus role model) as well as within group factors, such as 
time (pre-test to post-test and follow-up) and subscale scores (for SDQ). Each 
participating school completed (measures for pupil, parent and teacher) 
before the intervention (pre-test), immediately at the end (post-test) and after 
7 weeks (follow-up). The intervention lasted for 8 weeks with a single session 
per week lasting for 45 minutes led by a TA. Despite variance in the number 
of completed measures returned, the findings from staff and pupil self reports 
suggested that the Going for Goals intervention had a positive impact on the 
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staff perceptions of the social and emotional skills of participants selected for 
extra support. However, these improvements were marginal and associated 
effect (ES) sizes were small (f=3.697 p=.057 ES=0.29). The most significant 
finding was to be found in the teacher rating of behavioural adjustment, which 
suggested that the intervention led to an overall reduction in difficulties for the 
child (f=7.187 p<0.01 ES=0.32 small). Analysis of follow-up data suggests 
that positive effects were sustained. Whilst this study benefits from its quasi-
experimental method there had been no random allocation to groups, 
therefore it may not be representative sample. Despite several significant 
findings found in experimental group scores from pre to post-test the reported 
effect sizes suggest that the study may only be able to report the general 
effectiveness of the intervention rather than its efficacy. A reason for this may 
be due to the differences in completed measures returned to the researchers 
at each time point.  
 
Summary 
Only one of the studies outlined above was able to demonstrate the 
effectiveness of an individual or group based intervention, supported by adult 
training, through the use of pre and post-test measures compared to a 
comparison group. Whilst the other three studies suggested findings that 
supported the usefulness of the interventions under study they did not employ 
evaluative designs. As such positive findings may not have been investigated 
objectively. This review demonstrates the limited research available regarding 
the impact of interventions supSRUWHG E\ DGXOWV WUDLQLQJ RQ SXSLOV¶ VRFLDO
emotional and behavioural skills and well-being. This suggests that further 
research of an evaluative nature is needed.  
 
2.5.3. Review of existing ELSA evaluations 
What follows is an in depth and critical review of recent and relevant research 
on the ELSA project. The review seeks to answer the question, what do we 
know about the impact of the ELSA project for pupils and TAs? The author 
conducted various searches of online databases linked to Psychology and 
Education (PsychINFO, ERIC and ASSIA) using terms relevant to the 
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LQWHUYHQWLRQ XQGHU VWXG\ ³(/6$´ ³(PRWLRQDO /LWHUDF\ 6XSSRUW $VVLVWDQWV´
³7HDFKLQJ $VVLVWDQWV´ DQG ³6XSSRUW $VVLVWDQWV´ +RZHYHU WKHVH VHDUFKHV
produced many results, only one of which was relevant to the intervention 
under study. The author also requested support from practising EPs via an 
online e-mail forum (EPNET), asking for recent evaluations of the ELSA 
project in their local authorities. This led the author to access the ELSA 
Network website (www.elsanetwork.org), here local authorities implementing 
ELSA were able to provide information and evaluation data of ELSA in their 
area.  
 
Of the 12 local authorities in the ELSA network, only 5 provide a summary of 
an evaluation of the ELSA project. In one instance an abstract was provided 
for an evaluation completed by a Trainee Educational Psychologist (TEP) for 
an as yet unpublished, Doctoral Research (Grahamslaw, 2010). Despite 
attempts (direct request via email to the researcher) the author was unable to 
obtain access to this. This evaluation differed to those presented as the 
researcher aimed to focus on the impact the ELSA project had on TAs self 
efficacy beliefs for working with children and childreQ¶V RZQ VHOI HIILFDF\
beliefs (Grahamslaw, 2010). Using a mixed methods approach the researcher 
used a four-phase design. Through the facilitation of focus groups during 
phase one, the self-efficacy beliefs of support assistants and pupils were 
explored. Phase two was a cross sectional investigation exploring the views of 
WKRVH ZKR KDG UHFHLYHG (/6$ WUDLQLQJ DQG WKRVH ZKR KDGQ¶W 3KDVH WKUHH
was a pre and post test control group design further investigating the impact 
of the ELSA project on self efficacy beliefs of pupils and TAs. Finally phase 
four used a second cross sectional investigation providing Head Teachers 
implementing ELSA an opportunity to share their views regarding it 
(Grahamslaw, 2010). A claim of originality of the study was made by the 
researcher as the self-efficacy beliefs had not been previously evaluated 
(Grahamslaw, 2010). As only an abstract of this evaluation was provided it is 
not possible to provide a detailed critique or confidently establish the 
UHOHYDQFHWRWKHDXWKRU¶VVWXG\LQWhis review.  
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Whilst there are few evaluations available using an experimental design there 
DUH WKRVH WKDW KDYH VRXJKW WR GHPRQVWUDWH (/6$¶V HIIHFWLYHQHVV WKURXJK
other means. In 2005, the researcher obtained questionnaire data from 22 
schools completed by ELSAs, Head Teachers, SENCos, pupils and teachers 
following an ELSA project indicated that ELSAs felt more able to support 
vulnerable pupils. In addition, ELSAs felt more empowered from the training 
and supervision sessions leading them to feeling more valued in their new 
roles in school (Burton, 2008). Responses from pupils indicated that they felt 
happy working with ELSAs and that where attendance had been a concern 
the majority had improved (Burton, 2008). Although a positive reflection of this 
intervention is offered, the research was conducted by its author highlighting a 
potential issue of researcher bias. Also, without a control group, hypotheses 
and generalisations of the results to other contexts cannot be made. 
 
More recently the impact of ELSA work was independently evaluated in 
'RUVHWE\D7(3ZLWK WKHDLPRIDVVHVVLQJ WKHFKDQJH LQSXSLOV¶HPRWLRQDO
literacy as a result of ELSA support (Mann & Russell, 2011). Pre and post 
ELSA intervention data was collected in the form of Emotional Literacy 
Checklist (Southampton Psychology Service, 2003) data for staff, parents and 
pupils. From a sample of 72 ELSAs trained in Dorset, 30 had provided the 
researchers with pre and post intervention data for 170 children, representing 
18 settings. Analysis of this data indicated an improvement in the perceived 
emotional literacy of pupils, yet only the Teacher checklist produced 
statistically significant results (p<.001; Mann & Russell, 2011, p4). However 
without a control group for comparison a causal relationship cannot be 
hypothesised. 
 
Bravery & Harris (2009) conducted an evaluation of ELSA using questionnaire 
data and semi structured interviews. The aims were to explore how the first 
ELSA cohort (n=21) were establishing their roles one year after training by 
gaining Head Teacher (n=17) perceptions as to the impact ELSA had on their 
school  (Bravery & Harris, 2009). The methods used to measure impact and 
outcomes of emotional literacy consisted of a 1 to 5 point scale, indicating no 
awareness of emotional literacy (1) to high awareness of emotional literacy (5) 
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(Bravery & Harris, 2009). Furthermore, researchers present questionnaire and 
interview responses as a way of demonstrating positive pupil outcomes and 
impact of ELSA project on academic achievement, emotional well-being, 
behaviour and attendance without any statistical data pre and post (Bravery & 
Harris, 2009). Therefore, the extent to which this evaluation can demonstrate 
an improvement in pupil outcomes as being based upon the support received 
from an ELSA trained TA or some other targeted intervention is limited. What 
is of interest to the current research are the additional research aims into the 
extent ELSA training is valued in settings, the appropriateness and value of 
on-going support for ELSAs, the extent to which the training equips ELSAs to 
meet the needs of vulnerable pupils, the difference the ELSA work is having 
and what additional support would enable ELSAs to do their job better. 
Responses to these questions were given on a similar 5-point scale, key 
features from the responses included; ELSAs needing to have their own 
identity, more time to plan and deliver ELSA based support, more resources, 
further training, access to external support via network meetings or with other 
professionals (EP for example), recognition and support from colleagues in 
their settings. Whilst these findings may support future ELSA training they 
remain subjective accounts, as such may not generalise to other settings or 
contexts. 
 
In 2010 a study was conducted evaluating the impact ELSAs have on the 
GHYHORSPHQW RISXSLOV¶ HPRWLRQDO OLWHUDF\ 0XUUD\ 7KH DXWKRU RI WKLV
study was in their final year of professional training and their study was 
submitted as their doctoral research. The study used a mixed methodology, 
consisting of a quasi-experimental repeated measures design, gathering 
quantitative data from an experimental (n=12) and wait-list control group (n=6) 
using the ELC at pre-test and again at post-test (6 weeks later). 
Complementary qualitative data was also obtained from the experimental 
group at post-test via class teacher, ELSA and pupil feedback forms. 
Additional response sheets were also used with Head Teachers and 
SENCOs. Pupil feedback forms provided information as to the progress made 
and usefulness of the ELSA sessions via rating scales, whilst quantitative 
analysis was used to interpret and summarise the ELSA targets in addition to 
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opinions on the competency and impact of the ELSA. The frequency of ELSA 
sessions varied from 1 hour per week, half an hour per week and 1 hour per 
day. The experimental group sample was obtained from 11 primary schools 
whilst the control group was obtained from 6.  
Statistical analyses (parametric tests) suggest that the experimental group 
made significant progress in emotional literacy (as measured by the ELC) 
compared to the comparison group who made no significant progress from 
pre-test to post-test, but regressed on motivation subscale. Deductive 
thematic analysis was used to interpret qualitative data, given on pupil 
response forms as quotes, and to summarise ELSA targets and beliefs about 
SURJUHVV DQG LPSDFW RQ SXSLOV¶ 7KH DXWKRU FODLPV UHVXOWV IURP WKLV VWXG\
provide strong evidence for the positive impact of the ELSA intervention on 
pupil progress. Additionally qualitative analyses of targets set were said to 
demonstrate how social emotional learning occurs according to McKown et 
DO¶VPRGHOWKDWLVVRFLDOHPRWLRQDOLQIRUPDWLRQLVHQFRGHGLQWHUSUHWHG
and practised. The extent to which the findings demonstrate an impact of 
ELSAs on the emotional literacy of pupils is tentative, as the low sample size 
would typically call for the use of non-parametric tests as opposed to 
parametric tests (Pallant, 2010) used in this study. Any findings therefore may 
be a result of the statistical analyses used. Additionally the study only took 
measures from the ELSAs themselves; without pupil data the results are 
UHOLDQW RQ D SHUFHLYHG LPSDFW RQ SXSLOV¶ HPRWLRQDO OLWHUDF\ RQO\ DQG ZRXOG
benefit from obtaining pupil self-report measures. 
 
Finally, Burton, Osborne & Norgate (2010) examined the impact of the ELSA 
training on primary and secondary pupils using a quasi-experimental design. 
Pre and post-test measures of pupil and staff perceptions of emotional literacy 
and behaviour were taken from an experimental and waiting list control group. 
Pre and post-test measures used were the Emotional Literacy Checklist 
(Faupel, 2003) and the Strengths and Difficulties Questionnaire (SDQ; 
Goodman, 1997). Pupil participants were predominantly male and were drawn 
from a range of primary and secondary schools (Burton, Osborne & Norgate, 
2010). All participating pupils were identified as requiring ELSA support by 
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their individual schools. Those receiving ELSA support formed the 
experimental group and those yet to receive ELSA support formed the waiting 
list control group (Burton, Osborne & Norgate, 2010). Due to variance in 
return rates (pre to post-test) for teacher and pupil measures the researchers 
matched participants in both groups based upon pre-test scores. This resulted 
in equal sample sizes (n=60 experimental teacher with n=60 control teacher, 
n= 48 experimental pupil with n=48 control pupil) ensuring that both groups 
were comparable. Results indicate (see table 2.3) that the ELSA intervention 
received by pupils had a successful impact, with the most significant results 
observed in the teacher rated measures of emotional literacy and behaviour 
(Burton, Osborne & Norgate, 2010): 
 
Measure Statistical significance at follow 
up 
SDQ ±Teacher 
rated 
Conduct problems f=9.36 p<0.005 
Hyperactivity f=4.97 p<0.05 
Peer problems f=13.27 p<0.001 
Total score f=8.41 p<0.001 
ELC ± Teacher 
rated 
Empathy f=5.01 p<0.05 
Motivation f=9.15 p<0.005 
Self Awareness f=20.19 p<0.001 
Self Regulation f=17.83 p<0.001 
Social Skills f=5.37 p<0.05 
Total score f=14.34 p<0.001 
Table 2.3: Statistically significant findings from teacher rated SDQ and 
(/&LQ%XUWRQ2VERUQHDQG1RUJDWH¶VVWXG\ 
 
The quasi-experimental design used in this evaluation strengthens the claims 
made for ELSA having a positive impact on the emotional literacy of pupils 
receiving ELSA support. Although there had been no random allocation to 
groups the researchers had matched participants across groups allowing for 
comparison. However this had meant a substantial amount of data had to be 
discarded from the control group. Furthermore the participant selection 
methods used in this study may have resulted in a non-representative sample. 
 
Summary 
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Having reviewed the available literature there appears to be a need for 
improvements in level of rigour in this field. Burton (2008) and Bravery & 
Harris (2009) had issues with regard to the study design, such as lack of 
comparison or control group and data collection methods intended to 
demonstrate impact. Mann & Russell (2011) suffered similar issues with 
regard to design with a lack of control group for comparison. Finally Burton, 
Osborne and Norgate (2010) and Murray (2010) were the only evaluations 
available that used a quasi-experimental design as part of their evaluation of 
ELSA. Both studies utilised a waiting-list control group enabling the 
researchers to compare data in an attempt to demonstrate an impact on 
SXSLOV¶HPRWLRQDOOLWHUDF\DQGEHKDYLRXU7KHUHIRUHWKHVHVWXGLHVUHSUHVHQWDQ
enhanced level of rigour in this field. The aim of this research study is to 
contribute to a small, albeit growing, evidence base for the ELSA project. In 
order to do this the author has generated a number of specific research 
questions (section 2.5.2.). It further aims to explore ELSA trained teaching 
DVVLVWDQWV¶SHUFHSWLRQVUHJDUGLQJWKHLUUROHDQGWKHWUDLQLQJWKH\UHFHLYHGDV
this is an area that has yet to have been fully explored in the literature 
available. These aims led to the research questions outlined below and to the 
consideration of the design and methodology outlined in the next chapter. 
 
2.5.4. Research Questions 
The present study seeks to address the following questions: 
 
1. Does the ELSA project have a measurable impact on pupil and TA 
perceptions of emotional well-being? 
 
2. +RZ GRHV WKH (/6$ SURMHFW LPSDFW RQ 7$V¶ SHUFHSWLRQV RI WKH
emotional well-being of pupils, and their role and training in supporting 
the development of pupil emotional well-being? 
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Chapter 3: Methodology 
 
3.1. Introduction 
This chapter outlines the methodology and design of the present study. This 
will include the procedures related to the chosen research design, participant 
details and selection procedures, measures used, methods of data analyses 
and also a consideration of the ethical implications of the study. However, the 
author must first give consideration to the epistemological issues that 
underpin all research and consequently in which paradigm they are situated 
based upon their worldview. This is an important first step to take when 
implementing a research project as Mertens (2010) highlights: 
 
³5HVHDUFKHUV¶ SKLORVRSKLFDO RULHQWDWLRQ KDV LPSOLFDWLRQV IRU HYHU\
GHFLVLRQPDGHLQWKHUHVHDUFKSURFHVVLQFOXGLQJWKHFKRLFHRIPHWKRG´ 
(Mertens, 2010; p7) 
 
3.2. Epistemological Paradigms 
Over the years commentators have described four major paradigms within the 
research community, Post positivism, Constructivism, Transformative and 
Pragmatic (Mertens, 2010). Cresswell (2003) describes the same four 
paradigms, but identifies the Transformative paradigm as an Advocacy / 
Participatory paradigm (Cresswell, 2003; p5). The lines between each 
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paradigm have often been a source of debate within the literature (Mertens, 
2010). In order for a researcher to identify the particular paradigm that 
approximates their own, four basic belief systems should be considered to 
help further define each paradigm: 
1. Axiology ± The nature of ethics 
2. Ontology ± The nature of reality 
3. Epistemology ± The nature of knowledge and the relationship between 
the known and would be known 
4. Methodology ± The approaches and procedures for systematic enquiry 
(Guba & Lincoln, 2005)  
 
These basic beliefs may help further define each paradigm as each belief 
system influences and gives rise to the next (Cohen, Manion & Morrison, 
2011).  
 
3.2.1. Post positivism 
Post positivism may be considered as one of the dominant paradigms that 
guided early educational and psychological research. Having evolved from 
3RVLWLYLVP WKLV SKLORVRSKLFDO SRVLWLRQ LV FRQVLGHUHG WKH µVWDQGDUG YLHZ¶ RI
science, as it is assumed that objective knowledge can be achieved from 
direct observation and is the only knowledge that is available to us  (Robson, 
2002). Positivists hold that assumptions and methods from the natural 
sciences can be transferred to the study of social sciences, that such 
research is value free and the purpose of the observer (researcher) is to 
establish and demonstrate causal laws in an objective way (Robson, 2002). 
As can be seen in Table 4 research methods are typically quantitative in 
nature.  The attempt to establish the existence of a constant relationship 
between variables may be ideal in a laboratory situation, but in social science 
and psychological research such a relationship is often considered so rare 
commentators argue it does not exist (Robson, 2002). This argument led 
some commentators to feel that such a scientific view is inappropriate for 
social science, which then led to the evolution of the post positivist paradigm. 
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Acknowledging the criticisms made of the Positivist paradigm, some 
researchers sought to incorporate aspects of the scientific view within its own 
standpoint. For example, post positivists hold firm a belief in the importance of 
objectivity and generalisability but rather than claim all knowledge is based 
upon certainty, the view is modified so that knowledge may be based upon 
probability (Mertens, 2010). Furthermore, whilst positivism asserts that 
objective knowledge can only be gained from direct experience free from 
value, post positivists hold that what is observed can also be influenced by the 
UHVHDUFKHU¶V RZQ WKHRULHV K\SRWKHVHV H[LVWLQJ NQRZOHGJH DQG YDOXHV
(Robson, 2002). With these in mind post positivism reflects a deterministic 
and reductionist philosophy whereby the researcher begins with a theory, 
collects data that supports or refutes the theory and then makes necessary 
revisions before further tests are conducted to enable understanding of an 
objective reality (Cresswell, 2003).  
 
3.2.2. Constructivism 
Those who place themselves within a constructivist paradigm, also known as 
relativist approach (Robson, 2002), may consider themselves to be the polar 
opposite of post positivism as the central tenet is that reality is socially 
constructed (Mertens, 2010). In relativist terms there is no external reality that 
is independent of human consciousness only different sets of meanings that 
people attach to the world (Robson, 2002). Constructivist researchers 
therefore, borne out of hermeneutics (the study of meaning), seek to generate 
theories and interpret meaning from these different viewpoints (Mertens, 
2010). Several assumptions identified by Crotty (1998) are associated with 
this paradigm; firstly as already highlighted people construct meanings by 
interpreting the world they engage in. SeconG D SHUVRQ¶V HQJDJHPHQW DQG
meaning making of the world is based upon historical and social perspectives. 
And the final assumption is that all generation of meaning is social, arising 
IURPRQH¶VLQWHUDFWLRQVZLWKRWKHUV 
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Considering that the task is to understand multiple and varied social 
constructions of meaning and knowledge, constructivist researchers often 
utilize qualitative methods such as interviews and observations to obtain 
multiple perspectives (Robson, 2002). Via open-ended questioning the 
participants help to construct the reality in a particular context with the 
researcher. Whilst post positivists may acknowledge the influence their own 
background has on what is observed positioning themselves outside the 
research, constructivists embrace this concept and position themselves in the 
research and acknowledge how their own interpretation of meaning flows from 
their own experiences (Creswell, 2003). The existence of multiple realities 
however means that research questions cannot be established in advance 
discrediting the approach from holding any scientific validity such as 
generalisability of findings (Robson, 2002). 
 
3.2.3. Transformative  
Also referred to as an emancipatory/advocacy/participatory approach, this 
paradigm arose out of dissatisfaction with dominant research paradigms and 
practices (Mertens, 2010) already illustrated. Individuals felt that the post 
positivist assumptions and practices marginalized individuals or groups (for 
example; feminists, people of colour, those with disabilities) and whilst 
acknowledging the philosophical claims regarding reality made by 
constructivism, it did not go far enough to advocate for social justice 
(Creswell, 2003 & Mertens, 2010).  
 
Researchers within this paradigm seek to directly address the political issues 
in research, confronting social oppression by aligning with those less powerful 
in an attempt to bring about social change (Mertens, 2010). In practice it is 
assumed the researcher will work collaboratively with participants to reduce 
further marginilisation, involving them in the process of design, data collection 
and analysis so that there is a united voice from which an agenda for change 
can occur (Creswell, 2003). Criticism of this approach lies in the supposition 
that particular advocacy of one marginalized group may in turn ignore other 
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groups (Robson, 2002). Depending upon the underpinning assumptions and 
purposes of the researcher qualitative and/or quantitative research methods 
may be used within the transformative tradition (Mertens, 2010), thus 
exposing the researcher to the limitations and criticisms that are inherent 
within each of these approaches. 
 
 
 
3.2.4. Pragmatic 
Aligned within a realist approach, a pragmatic paradigm provides the 
researcher with a model of scientific research that avoids a purely positivist or 
relativist world-view (Robson, 2002). The utility of realism for social research 
has been advocated across various fields, of which education is one. In 
research terms the task of the researcher is to invent theories that seek to 
H[SODLQWKHµUHDOZRUOG¶WHVWLQJWKHVHXVLQJUDWLRQDOFULWHULDWKHH[SODQDWLRQRI
which is concerned with how mechanisms produce events and that these 
events occur in context (Robson, 2002). Pragmatism therefore is proposed as 
a philosophical position that seeks to achieve a middle ground, if not a 
VROXWLRQ WR ZKDW KDV EHHQ UHIHUUHG WR DV WKH µSDUDGLJP ZDUV¶ EHWZHHQ
positivists and constructivists by amalgamating features of both (Robson, 
2002). 
 
Pragmatists would argue that there is more in common between the traditions 
of positivism and constructivism than would appear to be the case if one is to 
study their philosophical assumptions (Robson, 2002). Reichardt & Rallis 
(1994) identify a set of fundamental beliefs underpinning the pragmatic 
approach that are compatible with both post positivist and constructivist 
researchers: 
1. Enquiry is value laden 
2. Facts are theory laden 
3. Reality is multiple, complex and constructed 
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4. Any particular set of data can be explained by more than a single 
theory 
 
In applied research, those advocating a pragmatic approach would argue; use 
whatever philosophical or methodological approach works best for the 
problem or issue at hand (Robson, 2002). Leading to mixed method studies 
that draw upon both qualitative and quantitative approaches, using the criteria 
RI ³ZKDW ZRUNV"´ WR GHWHUPLQH ZKLFK PHWKRG WR XVH WR DQVZHU VSHFLILF
research questions (Mertens, 2010; p296).  This approach appears to have 
particular value in educational and psychological research, which is often 
complex, when it is necessary to have multiple questions to address multiple 
purposes (Mertens, 2010). In these circumstances researchers base their 
choice of using mixed methods on the nature of the phenomena under study 
(Greene & Caracelli, 2003), and that pragmatism is one philosophical 
orientation that guides mixed methods research stating that the research 
question is more important than either the method or underpinning 
assumptions associated with these (Teddlie & Tashakkori, 2009). However a 
primary criticism of this approach is that mixed methods are in fact impossible 
due to the incompatibility of the paradigms underpinning the different methods 
(Mertens, 2010). This criticism may be countered in that each method has 
complementary strengths that can be of benefit to the investigation of a 
phenomenon.  
 
3.2.5 Adopting an approach 
7KHQRWLRQRIµUHDOZRUOG¶UHVHDUFKLVDQLPSRUWDQWLQIOXHQFHRQWKLVUHVHDUFK
as the study took place in naturalistic settings such as schools, with school 
staff and pupils. It may therefore be seen as being realistic in nature. Given 
the nature of the intervention under study, training adults in the domain of 
HPRWLRQDO OLWHUDF\ WR VXSSRUW WKH GHYHORSPHQW RI FKLOGUHQ¶V HPRWLRQDO
wellbeing, and the explanatory and exploratory research questions described 
in the literature review, a combination of quantitative and qualitative 
approaches is likely to be more suitable. Therefore the author is taking a 
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pragmatic viewpoint in their research as opposed to choosing one philosophy 
of science over another. One of the central tenets of pragmatism is that the 
research questions are ultimately more important than any method or 
underpinning philosophical assumption (Teddlie & Tashakkori, 2009). In this 
project the research questions were influenced by the previous research in 
the area, the need to contribute towards an existing evidence base as well as 
practicalities of conducting real world research. 
 
3.3. Methodological considerations 
When conducting research the strategies of inquiry (Creswell, 2003), also 
known as methodologies, depend upon the type of research questions one 
seeks to answer (Manstead & Semin, 1988). Therefore the methodological 
choices that direct research procedures available to the researcher are in turn 
LQIOXHQFHG E\ RQH¶V SKLORsophical assumptions (Creswell, 2003). Research 
methodologies, it is argued, have multiplied over the years as social science 
research has become more complex (Creswell, 2003). There are however 
several major strategies that are typically employed in social science 
research. Table 3.1 summarises the philosophical assumptions, strategies of 
inquiry and methods typically used within the three commonly used 
approaches to research according to Creswell (2003). 
 
Typical features Quantitative 
Approaches / 
Fixed Designs 
Qualitative 
Approaches / 
Flexible Designs 
Mixed Methods 
Approaches / 
Multiple Designs 
Hold these 
philosophical 
assumptions 
Post positivist 
knowledge 
claims.  
Constructivist / 
Transformative 
knowledge claims 
Pragmatic / 
Transformative 
knowledge claims 
Employ these 
strategies of 
enquiry  
Surveys and fixed 
experimental 
designs 
Case study, 
grounded theory, 
Phenomenology 
Sequential, 
concurrent and 
transformative  
Employ these 
methods / 
procedures 
Closed ended 
questioning, 
predetermined 
approach, 
numerical data 
Open ended 
questions, 
emerging 
approaches, text 
or image data 
Both closed and 
open ended 
questioning, 
qualitative and 
quantitative data 
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and analysis  
Table 3.1: A summary of the philosophical assumptions, strategies of 
enquiry and research methods typically employed within each 
methodological approach to research (adapted from Creswell, 2003; 
p19) 
 
Although the summery in table 3.1 illustrates the various features more 
commonly associated with each research methodology, it is by no means 
exclusive. Gelo et al (2008) assert that issues of methodology should be seen 
as a continuum rather than a dichotomy. By taking a pragmatic stance the 
DXWKRU¶V FKRLFH RI PHWKRGRORJ\ LV GLUHFWHG WRZDUGV D PL[HG PHWKRGV
approach incorporating both quantitative and qualitative elements to both 
explain and explore a research problem (Creswell, 2003).  
 
By choosing a mixed methods approach further considerations must be given 
to the design strategy that is to be implemented. Creswell (2003) suggests 
four questions that may contribute toward selecting a mixed methods strategy: 
1. In what sequence are the quantitative and qualitative data to be 
collected? 
2. What priority will be given to the collection and analysis of quantitative 
and qualitative data? 
3. At what stage in the research study will both types of data be 
integrated? 
4. Will an overall theoretical perspective be use in the study? 
 
The decisions made based upon these four questions may support the 
researcher to develop and implement a particular framework. Although not 
exhaustive the following is a discussion of different mixed methods strategies 
illustrated in the literature, that have been influenced by these questions. 
Those strategies discussed here are those that may be considered most 
relevant to research grounded within a pragmatic epistemology. 
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The most straightforward mixed method approach is the sequential 
explanatory strategy. Characterized by the collection and analysis of 
quantitative data followed by qualitative data, priority is typically given to the 
former and integration of both methods occurs during a final interpretation 
phase (Creswell, 2003). In this regard the qualitative data may be used to 
interpret surprising or interesting results from quantitative analysis. This 
strategy has the benefit of being very straightforward to design, implement 
and report. However there are time implications associated with having to 
collect and analyse different types of data during different phases, 
representing a real issue if the research is conducted in real-world situations 
such as schools. 
 
The next approach, sequential exploratory strategy, has many features in 
common with the sequential explanatory strategy, in that it is conducted in two 
phases with priority given to the first phase (Creswell, 2003). However the 
initial phase consists of gathering and interpreting qualitative data followed by 
the collection and analysis of quantitative data. Like the prior strategy the 
latter form of data is used to assist in the interpretation of the former form of 
data. Researchers however may use this strategy to explore a phenomenon 
whereas the previous strategy might be used to explain and interpret 
relationships (Creswell, 2003). Like the prior strategy, there are implications of 
time associated with the collection and analysis of data during each phase, 
which may be a draw back in some real-world circumstances. There is an 
additional challenge for the researcher moving from the analysis of qualitative 
data to the subsequent collection of quantitative data (Creswell, 2003). These 
mixed methods strategies are typically used to generate an answer to one 
type of research question using two different types of data and making 
inferences based upon analyses of both (Mertens, 2010).  
 
Considered the most familiar mixed method strategies (Creswell, 2003), the 
concurrent triangulation strategy is often the model selected by researchers 
 56 
who seek to use two different methods to confirm, cross-validate or triangulate 
findings within a single study (Mertens, 2010). The strategy is concurrent in 
that generally two different types of data are collected in one phase, using 
both quantitative and qualitative methods as a means to offset limitations with 
one against the strengths inherent in the other. The priority is often equal 
between the two methods, however in practical terms priority may be given to 
one over the other (Creswell, 2003). An integration phase follows the data 
collection phase, at which time the integration of individual analyses may 
either note a convergence of the findings, strengthening the assumptions of 
the study or explain a lack of convergence. The data collection phase is 
typically shorter by comparison to that of the sequential approaches and can 
result in claims being substantiated via the integration of both types of data. 
Limitations associated with this model, however, are to be found in the 
challenge faced by the researcher having to study a phenomenon using two 
fundamentally different methods, comparing the findings and make final 
inferences based on these findings. An additional challenge for the researcher 
would be to resolve any discrepancies that may be present in the results. 
 
The final pragmatic mixed method strategy to be considered is the concurrent 
nested (or embedded, Mertens, 2010) strategy. Like the concurrent 
triangulation approach this strategy has one data collection phase in which 
both types of data are gathered simultaneously. It differs from the previous 
model as the nested strategy has a predominant method guiding the project 
(quantitative or qualitative) with the other method (quantitative or qualitative), 
given less priority, embedded in the predominant method (Creswell, 2010). 
Although not given priority, the embedded method may be addressing a 
different research question to the predominant method. The data collected 
from both methods is then analysed together during an analysis phase. This 
model allows the researcher to gain a broader perspective of a phenomenon 
by using different methods rather than using the predominant method. 
Tashakkori and Teddlie (2009) highlight a potential benefit of this model if a 
researcher seeks to study a phenomenon at various levels or with different 
groups, describing the approach as a multi-level design. Again the strengths 
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of this mixed method model can be found in the ability of the researcher to 
gather two types of data concurrently, drawing on the relative strengths of 
both methods. However similar limitations with the previous model are to be 
found here as the researcher has the added challenge of transforming the 
different types of data in some way so that they can be integrated in a final 
analysis phase. Specific to this model however is the fact that both methods 
are unequal in their priority and therefore would result in unequal evidence 
being generated, this may be a disadvantage to the research claims when 
findings are interpreted (Creswell, 2010). 
3.3.1. Adopting a strategy 
The original intention was to adopt a concurrent triangulation mixed methods 
strategy using both quantitative methods, supplemented by qualitative 
methods. However, during the course of the research there was a significant 
attrition in the overall sample size which meant that the quantitative data 
collected was insufficient to allow for a full and thorough data analysis. 
Therefore a reconsideration of the research strategy was required that would 
take into account a reduced emphasis on measurable data over the need for 
a much deeper exploration of the qualitative data.  
 
The Pragmatic position held by the researcher allowed for flexibility in the 
research design and reconsideration of the composition and balance of the 
mixed methods research strategy adopted in this study. Pragmatists would 
argue that ultimately the research questions are more important than the 
methods or underpinning philosophical assumption (Teddlie & Tashakkori, 
2009). The flexibility of the pragmatic paradigm meant that the researcher was 
able to make subsequent adjustments to the research questions posed and 
research strategy. The research design whilst maintaining a mixed 
methodology was adapted to place more emphasis on qualitative methods 
and data. These adjustments represented a shift in the focus of enquiry from 
investigating impact to exploring the mechanisms that contribute to any 
changes observed in the perceptions of the ELSAs. 
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Based upon the information presented so far the strategy adopted in this 
study may be considered as a concurrent nested strategy for several reasons. 
Firstly, due to the nature of the intervention under study the author seeks to 
both understand the views of those who have recently completed ELSA and 
how they perceive their role and training, whilst at the same time attempt to 
explain the utility of the ELSA project for the Local Authority. And secondly, 
because of real world constraints the research strategy required adjustment to 
allow for greater emphasis on qualitative data whilst simultaneously gathering 
exploratory quantitative data. Therefore both quantitative and qualitative data 
are to be collected in order to answer the following research questions: 
1. Does the ELSA project have a measurable impact on pupil and 
TA perceptions of emotional well-being? 
 
2. +RZ GRHV WKH (/6$ SURMHFW LPSDFW 7$V¶ SHUFHSWLRQV RI WKH
emotional well-being of pupils, and their role and training in 
supporting the development of pupil emotional well-being? 
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3.4. Overall study design 
By adopting a mixed methods design this study implements two different 
methodological approaches as part of a concurrent nested strategy (Creswell, 
2003), gathering quantitative data nested within a predominantly qualitative 
method guiding the study. Individual analyses from both types of data will be 
integrated during a final stage so that inferences can be made based on these 
findings. Whilst the qualitative data is considered the predominant method, for 
simplicity, each method shall be considered in turn with regard to their 
individual designs, followed by a consideration of the trustworthiness of the 
study, research ethics and overall study procedures. 
 
3.4.1. Quantitative methodology and design 
Typically quantitative, or fixed designs, are aligned with a post-positivist 
epistemology, are theory driven (Robson, 2002) and concerned with the issue 
of causality (Cohen, Manion & Morrison, 2011). Fixed or experimental designs 
are an approach used in social research where the design is pre-determined, 
or fixed, before the collection of data. The essential feature is that the 
researcher deliberately controls and manipulates one or more variables 
(independent variables ± IV) that determine the events in which they are 
interested and then introduce an intervention, measuring the difference that 
then makes on a dependent variable - DV (Cohen, Manion & Morrison, 2011).  
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Within the fields of applied research there are various fixed/experimental 
designs that can be used to investigate a phenomenon. That which is 
FRQVLGHUHG WKH µJROG VWDQGDUG¶ LV WKH UDQGRPL]HG FRQWURO WULDO 5&7 DQG LV
RIWHQGHVFULEHGDVDµWUXH¶H[SHULPHQWDOGHVLJQDQGLVFRQVLGHUHGWKHGHVLJQ
of choice if seeking to undertake quality research (Robson, 2002). Because of 
random allocation of participants to groups, it is argued that RCTs provide the 
best evidence for effectiveness of an intervention or treatment as it may 
establish a linear causality (Robson, 2002), controllability and generalisability 
(Cohen, Manion & Morrison, 2011). However several commentators (Robson, 
2002 & Cohen, Manion & Morrison, 2011) have highlighted the controversy of 
using this type of fixed design in social research as such an adherence to 
randomization of a sufficient sample size and the controllability of the design 
may not be possible in social settings such as schools. Additionally realists 
would argue that, aside from ethical concerns regarding randomization of 
participants to groups, the use of RCTs to investigate complex social 
interventions by concentrating on outcomes does nothing to explain why the 
intervention is a success or failure (Robson, 2002). This is one basis for the 
use of a mixed methods approach in this study. 
 
Another fixed design that has prominence in social research is the quasi-
H[SHULPHQWDOGHVLJQ7KLVGLIIHUV WR WKH5&7 LQ WKDW LW LV ³D UHVHDUFKGHVLJQ
involving an experimental approach but where random assignment to 
treatment and comparison groups has not been useG´5REVRQS
Quasi-experimental designs have been described as the second best choice 
for researchers who wish to maintain a basic experimental stance outside the 
laboratory setting when it is not possible to randomize allocation to groups 
(Robson, 2002).  
 
Quasi-experimental designs come in various forms, for example: 
1. Pre-experimental designs: One group pre-test ± post-test design, one-
group post-tests only design, non-equivalent post-test only design. 
2. Pre-test ± post-test non-equivalent group design. 
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3. Interrupted time series design. 
4. Regression-discontinuity design. 
 (Robson, 2002 & Cohen, Manion & Morrison, 2011) 
 
The first of these quasi-experimental designs, the pre-experimental designs, 
are to be avoided due to difficulties interpreting the results (Robson, 2002) 
based upon methodological weaknesses such as lack of pre-testing, non-
equivalence of groups or lack of a comparison group. The second quasi-
experimental design compensates for the short-comings of the pre-
experimental designs by incorporating a pre-test and by randomly assigning 
participants to groups or seeking equivalence of groups through matching on 
some other variable (Robson, 2002). The final two quasi-experimental 
designs offer additional approaches to observing differences over time with a 
particular group or observing differences over groups at the same time 
(Robson, 2002).  
 
The purpose of the quantitative design in this mixed methods study was to 
explore whether there may be a measurable impact of the ELSA project on 
SXSLOV¶ emotional wellbeing following an EP implemented training and 
supervision course for TAs. It was not possible to randomly assign 
participants to groups, as the researcher was not able to control for those 
participants who wished to enroll on the ELSA training. Neither was it possible 
to match groups based on pre-set criteria due to the way in which ELSA 
training was deployed in the host local authority. Therefore this study utilised 
a pre-test ± post-test non-equivalent groups design, enabling the pattern of 
both pre-test and post-test results of a treatment group to be compared with 
those of a control group, and thus to assess the effectiveness of the ELSA 
training.  
 
3.4.2. Qualitative methodology and design 
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Qualitative methods used in flexible designs are considered as a possible 
alternative to fixed designs in social science research (Robson, 2002). 
Commonly known as qualitative research designs, Robson (2002) refers to 
these as flexible designs as it is not uncommon to incorporate elements of 
quantitative data collection into such studies as the design emerges. In 
HVVHQFH LW LV IOH[LEOH DV ³LGHDV IRU FKDQJLQJ \RXU DSSURDFK PD\ DULVH IURP
\RXU LQYROYHPHQW DQG HDUO\ GDWD FROOHFWLRQ´ 5REVRQ  S 7KLV
assumes the researcher has a key role in the research process, needing to be 
open and responsive to the data that is gathered. Research that exclusively 
uses qualitative approaches to data collection and analysis is typically aligned 
within a constructivist paradigm. This assumes there are multiple socially 
constructed realities and through the interaction between researcher and 
participant values are made explicit and findings are co-constructed (Mertens, 
2010). Establishing the validity or generalisability of findings to a population 
has often been the subject of much debate. Whilst replication may be a 
measure used in quantitative research it is not something that can easily be 
done in a qualitative exploration. The main problem is the fact that the social 
and contextual elements under study cannot be re-created, as there are 
elements that are generalisable and there are those that are particular to 
given settings and situation (Robson, 2002).  
 
Creswell (2003) suggests several steps for a researcher to consider when 
developing a qualitative research proposal; these are as follows: 
x Identify the specific strategy of enquiry that will be used 
x Provide some background information of the strategy, its discipline 
origin, the applications and definition 
x Discuss why it is an appropriate strategy 
x Identify how the use of the strategy will shape the types of questions 
asked, form of data collection, steps of analysis and the final narrative. 
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In the initial sections of this chapter the author positioned their research within 
a pragmatic epistemology. This position informed the decision to use a mixed 
methods strategy of enquiry, as the nature of the research question is more 
important than any method or underpinning world-view (Teddlie & Tashakkori, 
2009). A pragmatic approach is therefore taken with regard to the type of 
qualitative research methods used in this phase of the study. Mertens (2010) 
identifies several different types of research strategy practiced in educational 
and psychological research for example, ethnographic, case study, 
phenomenological research, grounded theory, participatory, clinical and focus 
group.  
 
3.5. Methods 
The following sections present methodological details regarding the 
procedures, data collection and data analysis for both the quantitative and 
qualitative research methods used in this study (see appendix 1 for study 
timeline). 
 
3.5.1. Intervention 
The type of intervention under study is the Emotional Literacy Support 
Assistants (ELSA) project, a five day training and supervision programme for 
TAs provided by Educational Psychologists trained in its delivery. Following 
successful moderation of modular tasks, TAs receive an accreditation by the 
Open College Network (OCN). Following the training programme ELSAs are 
then expected to put new knowledge and skills into practice with pupils 
requiring additional support in their setting. Group supervision sessions, 
facilitated by EPs, are intended to support with the process of planning and 
GHYHORSPHQWRIWKHLQWHUYHQWLRQ,QWKHFRQWH[WRIWKHDXWKRU¶VORFDODXWKRULW\
the ELSA project is delivered to groups of TAs, by EPs trained in the delivery 
of ELSA, from a different locality each academic term. A typical day consists 
of a discussion regarding the accreditation process and getting tutor 
feedback, EP delivery of topic area that includes presentation of materials and 
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activities, such as individual reflection and group discussion. Table 3.2 
illustrates the course content for each day: 
DAY CONTENT 
1 Session 1: Introduction to Emotional Literacy and raising emotional 
awareness 
Session 2: Active Listening  
Session 3: Introduction to Circle Time 
2 Session 1: Introduction to Therapeutic Stories 
Session 2: Introduction to Self Esteem 
3 Session 1: Introduction to Friendship Skills 
Session 2: Introduction to Anger Management 
4 Session 1: Introduction to Social Communication Difficulties 
Session 2: A practical introduction to interventions for social 
communication difficulties. 
5 Session 1: Introduction to the use of Nurture Groups to support 
vulnerable pupils in schools. 
Session 2: Introduction to Programme Planning 
6 Group Supervision 
7 Group Supervision 
8 Group Supervision 
 
Table 3.2: Details of the ELSA project training days including modular 
input.  
The ELSA Project originated from the work of peripatetic ELSAs operating 
within a small Local Authority (LA) Educational Psychology Service (EPS) 
providing tailored packages of support for individuals referred to the service 
with various social and emotional needs (Burton, 2008). Upon moving to a 
larger authority Burton (an Educational Psychologist) was keen to replicate 
aspects of her previous work (Burton, 2008). She concluded that due to the 
size of the authority a school-based approach became more practical. A pilot 
project was established in one area of the authority and a 5-day training 
package was delivered to school-based support assistants for approximately 
one term including subsequent group supervision sessions (Burton, 2008).  
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3.5.2. ELSA Module content and aims 
 
Day 1 Session 1: Introduction to Emotional Literacy and raising emotional 
awareness 
7KH DLP IRU VHVVLRQ  LV WR GHYHORS (/6$V¶ XQGHUVWDQGLQJ RI WKH WHUP
Emotional Literacy, understand why it is important and learn more about their 
own Emotional Literacy skills. ELSAs are introduced to the psychological 
foundations of Emotional Literacy, for example, self-actualisation (Maslow, 
1970), self-concept and self-esteem (Bandura), theory of multiple intelligences 
(Gardner, 1983), Emotional Intelligence (Salovey & Mayer, 1990) and 
*ROHPDQ¶V FRUUHVSRQGLQJ SURFHVVHV RI (PRWLRQDO ,QWHOOLJHQFe, Personal 
Competences (Self-awareness, self-regulation, Motivation) and Social 
Competences (Empathy, Social Skills). Emotional Literacy is the term used 
within this session and the ELSA training as it attempts to break away from 
the concept of a fixed level of underlying intelligence to a more flexible 
construct that can be developed. 
 
Day 1 Session 2: Active Listening 
(/6$¶V LQWURGXFWLRQ WR (PRWLRQDO /LWHUDF\ LV GHYHORSHG IXUWKHU YLD DQ
introduction to Active Listening and effective communication skills when 
considered in relation to building and maintaining genuine relationships and 
HQDEOLQJ FKLOGUHQ¶V VRFLDO DQG HPRWLRQDO GHYHORSPHQW DQG OHDUQLQJ (/6$V
learn that the key to building positive relationships is by conveying respect, 
genuineness, empathy and neutrality. Underpinned by the work of Carl 
Rogers (1980), these values are then applied to the principles and practice of 
active listening as a means of supporting and empowering children and young 
people.  
 
Day 1 Session 3: Introduction to Circle Time 
Within the context of supporting Emotional Literacy, ELSAs are introduced to 
WKH EHQHILWV WKLV LQWHUYHQWLRQ KDV RQ FKLOGUHQ¶V GHYHORSPHQW RI HPSDWK\
social, emotional and behavioural development and social communication 
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skills. ELSAs are then given practical guidance on how to implement this a 
µ&LUFOH7LPH¶LQWHUYHQWLRQDQGHQFRXUDJHGWRSODQWKHLURZQVHVVLRQ 
 
Day 2 Session 1: Introduction to Self Esteem 
This session aims to develop their understanding of what self-esteem is, how 
it develops and why it is important. ELSAs will also consider how low self-
esteem can be recognised, gain familiarity with useful strategies and a 
framework for raising self-esteem so that they may support a pupil with low 
self-esteem. ELSAs are taught that the concept of self-eVWHHP LVRQH¶VRZQ
HYDOXDWLRQRIWKHVHOILQUHODWLRQWRRQH¶VLGHDOVHOI(/6$VDUHWKHQLQWURGXFHG
to a theoretical framework developed by Michelle Borba (1989) known as the 
building blocks of self-HVWHHP%RUED¶VPRGHOLGHQWLILHVFRPSRQHQWSDUWVRI
self-esteem, which enables a more closely targeted focus and support for 
development, and these are considered sequential: 
1. Security ± Feeling safe and at ease. Being able to trust others. 
2. Selfhood ± Self-DZDUHQHVVNQRZLQJWKHVRUWRIWKLQJVWKDWPDNH\RXµ
\RX¶ 
3. Affiliation ± A sense of belonging, knowing that others want and need 
us; knowing that we matter. 
4. Mission ± Motivation. Having a sense of purpose in our lives, feeling 
empowered to make choices, being bale to look ahead and take 
responsibility. 
5. Competence ± $Q DZDUHQHVV RI RQH¶V RZQ DELOLWLHV %HLQJ UHDOLVWLF
about our achievements and able to accept our limitations and that we 
have the ability to develop new skills. 
 
The session asks ELSAs to consider the first 3 building blocks of self-esteem 
with a particular pupil(s) in mind and consider how they might support the 
sequential development of a pupil identified as having low self-esteem. 
 
Day 2 Session 2: Introduction to Therapeutic Stories 
This session aims to develop their understanding of how stories can be used 
to help pupils with a variety of difficulties in school and provide practical 
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guidance on how to construct a therapeutic story to support a pupil known to 
have a particular social, emotional and/or behavioural difficulty. This module 
draws upon literature by Sunderland (1993) and Pomerantz (2007) that 
illustrates how therapeutic stories can work for children by helping them to 
reflect on their feelings, find comfort and support and develop new strategies 
for situations they are finding difficult. 
 
Day 3 Session 1: Introduction to Friendship Skills 
7KLVVHVVLRQDLPVWRVXSSRUW(/6$V¶WRLGHQWLI\NH\VNLOOVLQYROYHGLQEXLOGLQJ
friendships and reflect on the purpose of friendships. Become more aware of 
the impact of a lack of friendships for pupils both, emotionally and 
behaviourally. And provide practical guidance on how to set up a Circle of 
Friends intervention in school for a target child. Background information is 
given with regard to the UK origins and principles of the Circle of Friends 
(Newton, Taylor & Wilson, 1996) intervention and how it can be implemented 
with pupils of all ages from infant through to secondary school. ELSAs are 
then guided through the process of creating, implementing and evaluating a 
Circle of Friends intervention. 
 
Day 3 Session 2: Introduction to Anger Management 
7KLV VHVVLRQ¶V DLPV DUH IRU (/6$V WR GHYHORS D JUHDWHU XQGHUVWDQGLQJ RI
anger, become more aware of a range of strategies that can be used in 
school to manage angry children and highlight key elements of the 
Southampton Anger Management programme (Faupel et al, 1998). Tools 
such as the Firework Model, a useful three part model for describing angry 
outbursts (trigger, fuse and firework body), and the assault cycle (Breakwell, 
1997; trigger stage, escalation, crisis, recovery and post-crisis depression) are 
used to support ELSAs progress toward the session aims. The key elements 
to support a young person who frequently displays angry outbursts that 
represent genuine loss of control include; support the recognition and 
reflection of their own feelings, present alternative ways of communicating 
QHHGVIHHOLQJVQRUPDOLVHµDQJHU¶UHFRJQLVHWKHVKRUWWHUPSK\VLFDOFKDQJHV
that happen in the body during and leading up to an angry outburst and 
consider a range of calming strategies.  
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Day 4 Session 1: Introduction to Social Communication Difficulties 
This session aims to develop their understanding of social communication 
difficulties and related disorders. ELSAs learn about a range of effective 
strategies when working with pupils with social communication difficulties to 
develop their understanding of effective whole school as well as individual 
strategies to support pupils with social communication difficulties. ELSAs are 
introduced firstly, to the three basic elements that encourage the need to 
communicate, the need for identity, need for control and need for acceptance 
(Schutz, 1988). And secondly features of social communication. ELSAs are 
then introduced to typical features associated with young people who have a 
social communication difficulty such as ASC, such as the triad of impairments, 
theory of mind, central coherence, executive functioning difficulties, 
communication and sensory difficulties.  
 
Day 4 Session 2: A practical introduction to interventions for social 
communication  
This session builds on the content from Session 1 (day 4) by introducing 
ELSAs to a range of effective strategies that can be used to support the 
needs of pupils with social communication difficulties. This session focuses 
more on the practical strategies and provides guidance on their use. For 
example ELSAs are asked to consider ways to support individuals via 
environmental supports and visual structures (visual 
timetables/schedules/organisers). Social Stories (Gray, 1994) are also 
introduced as a practical approach to develop pupils understanding and 
expectations in situations they may find troublesome. Practical guidance is 
given on how to create and implement a social story for a pupil with social 
communication difficulties as well as how to develop basic social 
communication skills via explicit teaching. 
 
Day 5 Session 1: Introduction to Nurture Groups 
This session aims to develop their understanding of the rationale behind 
developing a school nurture group and the importance of identifying the 
JURXS¶VSXUSRVHDQGDLPV(/6$VDOVROHDUQKRZWRLGHQWLI\ZKLFKSXSLOVDUH
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likely to benefit from attending a nurture group and plan a typical nurture 
group session. ELSAs are also made aware of the teaching objectives that 
could be addressed through a nurture group and the types of resources that 
would be helpful in delivering these objectives. Attachment theory is 
presented as underpinning the Nurture Group philosophy and reference is 
PDGHWRWKHWRSLFVLQ'D\E\PHDQVRI0DVORZ¶VKLHUDUFK\ of needs. ELSAs 
are provided with practical advice and guidance on how to plan and 
implement a Nurture Group in a school setting as well as what tools may be 
used to assess pupils progress. 
 
 
 
Day 5 Session 2: Introduction to programme planning 
This sessiRQDLPVWRVXSSRUW(/6$V¶VNLOOVNQRZOHGJHDQGXQGHUVWDQGLQJRI
WKH ZD\V LQ ZKLFK WKH\ FDQ HYDOXDWH SXSLOV¶ VWUHQJWKV DQG ZHDNQHVVHV LQ
terms of their emotional literacy skills, develop their understanding of what a 
SMART (Specific, Measurable, Achievable, Relevant, Timed) target is and 
KRZ WR FUHDWH RQH 7KLV VHVVLRQ DOVR VXSSRUWV (/6$V¶ LQ WKH SODQQLQJ DQG
implementation of a programme of intervention over 6-8 weeks, using a 
variety of resources, to support the needs of a pupil(s) in their setting. 
 
3.5.3. Quantitative methods 
This section considers the quantitative methods used as part of this mixed 
methods study. The adaptations that were made, by necessity, to the 
research questions and the mixed methods research strategy meant a change 
in emphasis toward qualitative aspects of this study was required. Adopting a 
concurrent nested strategy, the present study draws less predominantly on 
quantitative methods. By being more exploratory, the quantitative methods 
are a more minor aspect of the overall study design.  
 
Participants  
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As this study sought to evaluate the impact of the ELSA project provided by a 
local authority Educational Psychology Service the participants (TAs) in the 
experimental group were selected opportunistically as they had already 
signed up to the training course. This method is typically referred to as 
µFRQYHQLHQFHVDPSOLQJ¶DVLWGUDZVXSRQUHVSRQGHQWVZKRDUHHDVLO\DYDLODEOH
at the time they are required (Robson, 2002).  
 
This sample consisted of 14 TAs, 4 of whom worked in secondary schools 
whilst the remaining 10 worked in primary schools. Informed consent was 
obtained from each of the TAs at the start of the ELSA project (see appendix 
2). It was the intention of the researcher to use a wait-list control group with 
the same number of TAs from another locality of the local authority to be used 
as a comparison, allowing them to access the ELSA training following initial 
data gathering. However this was not possible due to the practicality of 
offering the ELSA training to schools from one locality, confirming numbers of 
TAs and gathering the appropriate pre and post-test data. Therefore the 
decision was made to abandon a wait-list control group and opt for a standard 
control group consisting of TAs who had not received any ELSA training or 
had no plans to apply. Whilst ethical issues are to be found in abandoning the 
wait-list control approach, the author attempted to limit this by providing 
information regarding future ELSA training. Again, the researcher intended to 
recruit the same number of TAs for the control group as the experimental 
JURXS YLD D UHTXHVW IRU VXSSRUW IURP WKH UHVHDUFKHU¶V FROOHDJXHV ZLWKLQ WKH
service. This was not possible and the decision was then made to recruit 
SDUWLFLSDQWVIURPZLWKLQWKHUHVHDUFKHU¶VRZQDOORFDWLRn of schools to become 
a comparison group. This method limits the extent to which the sample can be 
considered representative (Robson, 2002). Each school was given 
LQIRUPDWLRQ UHJDUGLQJ WKH UHVHDUFKHU¶V VWXG\DVNHG LI WKH\ ZHUH UXQQLQJRU
intended to run, 1:1 or small group work to support the social, emotional and 
behavioural development of targeted pupils and was invited to be part of a 
comparison group. Two out of thirteen schools were willing to be part of the 
research. However, only one was able to implement a 1:1 or a small group 
based programme from which measures could be taken. 
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This study was also interested in the pupils with whom the TAs worked. Each 
of the TAs in the experimental group, as part of the ELSA training, were 
required to plan and implement a programme intended to support the social 
emotional and behavioural development of an individual or group. In this study 
each of the TAs implemented a piece of work with one pupil, providing pre 
and post-test data for 14 pupils. Due to the challenges recruiting a control 
group it was not possible to recruit a similar pupil sample size. Instead 1 TA 
took pre and post-test data from a group of 5 pupils they were working with in 
a small group intervention. Therefore a total of 15 TAs participated in this 
study, 14 were part of the experimental group whilst 1 was part of the control 
group. Similarly there were 14 pupils in the experimental group (4 secondary 
aged and 10 primary aged), whilst 5 primary aged pupils were part of the 
control group.  
 
It would appear that there were several pragmatic limitations with the 
sampling process and methods used for obtaining both TA and pupil 
participants and choosing the comparison group. Therefore these issues will 
have a considerable effect on the results and what can be concluded from this 
aspect of the mixed method study. For example, the mortality and attrition of 
the experimental group, as well as the limited size of the comparison group, 
will significantly influence whether or not the quantitative design can be 
considered truly experimental. The number of participants whose data can be 
FROOHFWHG IRUDQDO\VLV IDOOVEHORZ&RKHQHW DO¶V  UHFRPPHQGHG ORZHVW
number of participants for an experimental design; 15 participants in each 
condition. Therefore, the present study may not be considered a true quasi-
experimental design, but a pre-test post-test non-equivalent groups design. 
 
Procedure 
This phase of the study is a pre-test ± post-test non-equivalent groups design 
(see figure 3.1). Considering the real world context of this study this design 
was considered the best fit for the purposes of this phase. 
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Figure 3.1: Quasi-experimental design procedure of this study. 
Measures 
In the Literature Review the author sought to provide a rationale for what 
emotional well-being refers to in the context of this study. The author makes a 
case for the concept of emotional well-being as consisting of the ability of an 
individual to recognise and communicate their emotions, as understood by 
µHPRWLRQDO OLWHUDF\¶ EXW DOVR the ability to handle and appropriately express 
these emotions. The standardised measures chosen for this phase of the 
research study were the Emotional Literacy Checklist (Faupel, 2003) and the 
Strengths and Difficulties Questionnaire ± SDQ (Goodman, 1997). As these 
measures are standardised they offer the benefit of having their construct 
validity established i.e. there is a strong argument to suggest that these 
scales measure what they set out to measure (Robson, 2002). It is felt that 
whilst the ELC is a valid tool to assess the emotional literacy of pupils, it does 
not account for the behavioural manifestations or adjustment of pupils. 
Similarly it was felt that the SDQ alone would not be able to account for the 
personal and social competences that combine to form the concept of 
emotional literacy. For this reason it was felt that both the ELC and the SDQ 
FRPELQHG ZRXOG SURYLGH D PHWKRG RI LQYHVWLJDWLQJ D SXSLO¶V HPRWLRQDO ZHOO-
being.  
 
Emotional Literacy Checklist 
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The emotional literacy checklist (ELC; refer to appendix 3) was selected for 
this study as it has been used in evaluation research illustrated in the 
Literature Review. Its author also recommends its use as an individual tool 
assessing pre and post-test scores following an intervention (Faupel, 2003). 
The ELC is available in primary school (ages 7-11) and secondary school 
versions (ages 11-16) examples of which can be found in the appendices. 
7KH GHSHQGDQW YDULDEOH WR EH PHDVXUHG E\ WKH (/& LV SXSLO¶V HPRWLRQDO
OLWHUDF\DV UDWHGE\ WKHSXSLO¶V themselves and by school staff (TA). Parent 
versions are also available, however they were not selected as the 
intervention under study related to the development and training of TAs to 
support the emotional well-EHLQJ RI SXSLO¶V DQG LW ZDV WKHVH UDWLQJV Zhich 
were most appropriate for study.  
 
Overall scores and sub-scale scores can be calculated for the ELC from 
teacher (TA) perception checklists, whilst only overall scores can be obtained 
for pupil self rated checklists. This means that as well as an over all emotional 
literacy score, the checklists will also provide data for the following 
dimensions of emotional literacy: 
x Self-awareness 
x Self-UHJXODWLRQPDQDJLQJRQH¶VHPRWLRQV 
x Motivation 
x Empathy 
x Social skills 
(Faupel, 2003) 
 
It is hoped that by analysing both overall emotional literacy scores and sub-
scale scores the researcher can then analyse a variety of different dimensions 
that might be affected by the intervention. However limitations with using 
UHSHDWHG PHDVXUHV DUH WR EH IRXQG LQ WKHLU µWHVW-reteVW UHOLDELOLW\¶ LQ RWKHU
words the variation that may be found in measurements made by a single 
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person at different time points. An additional limitation could be found in that 
this measure shows the self-reports of pupils and TA perceptions of pupil 
emotional literacy as rated on a 1 ± 4 scale (very true, somewhat true, not 
really true, not at all true). These self-reports may be exaggerated, 
understated or perhaps influenced by how the individual may be feeling at the 
time. 
 
Strengths and Difficulties Questionnaire 
The SDQ (refer to appendix 4) was selected for this study as it had been used 
in previous ELSA evaluations (Burton & Norgate, 2010). The SDQ is also 
extensively used as an evaluation tool within clinical settings and schools, and 
in research studies that seek to evaluate specific interventions (Goodman, 
 7KH GHSHQGHQW YDULDEOH WR EH PHDVXUHG XVLQJ WKH 6'4 LV SXSLO¶V
behavioural adjustment, as rated by school staff (TA). Teacher, parent and 
child self-rated versions of the SDQ are available however the child self-rated 
version is not standardised for pupils below the age of 11; therefore it was not 
used in this study. Similarly the parent rated version of the SDQ was not used 
for the same reasons as those given for the ELC; it was felt that a parent 
rating would not be appropriate to measure the impact of a school based 
intervention. For this reason only the teacher version of the questionnaire was 
used. 
 
Like the ELC the SDQ calculates an overall behavioural difficulties score 
based upon 4 subscales: (Goodman, 1997) 
x Emotional symptoms 
x Conduct problems 
x Hyperactivity/inattention 
x Peer relationship problems 
Whereas a fifth subscale asks about positive attributes of the pupil, Prosocial 
behaviour. The benefit of these subscale scores are that it may be possible 
for further analyses to be completed for a variety of different behavioural 
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attributes, as perceived by TAs, which may or may not be affected by the 
ELSA training. 
 
Similar to the ELC, the SDQ suffers similar limitations regarding what could 
VKRZ 2Q WKLV PHDVXUH 7$¶V SHUFHSWLRQV DUH JLYHQ RQ D WKUHH SRLQW UDWLQJ
scale (not true, somewhat true, certainly true). Scores on this measure report 
the TA perception and secondary report of a behavior change. With a lack of 
pupil self-report it is not possible to check the consistency of the different 
perceptions. 
 
The analysis of the quantitative data gathered in this study shall be conducted 
using the statistical package for the social sciences ± SPSS and is considered 
in more detail in chapter 4, section 4.2.1.  
 
3.5.4. Qualitative methods 
The adaptations that were made, by necessity, to the research questions and 
the mixed methods research strategy meant a change in emphasis toward 
qualitative aspects of this exploratory study was required. Adopting a 
concurrent nested strategy, the present study draws predominantly on 
qualitative methods in order to explore TAs perceptions in more depth.  
 
Participants 
TA participants that formed the experimental group that received the ELSA 
training of the quasi-experimental design were selected for this aspect of the 
study, and as such were a non-probability sample or convenience sample 
(Cohen, Manion & Morrison, 2011). This form of sampling strategy is 
considered suitable for qualitative research methods so long as there is no 
attempt made to generalize findings outside of the sample population (Cohen, 
Manion & Morrison, 2011).  
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Procedure 
The aim of this aspect of the study was to explore and understand the 
perceptions of recently trained ELSAs regarding their role and training in 
GHYHORSLQJSXSLOV¶HPRWLRQDOZHOO-being. To achieve this aim the decision was 
made to use focus groups as both a strategy and as a method of data 
collection with a single cohort. Additional complementary qualitative data will 
also be gathered using an open-ended questionnaire with the same focus 
group participants 6 months after receiving the ELSA training. The use of a 
range of methods allows researchers to build a more complete picture of the 
phenomenon under study, as there is the potential for research findings to be 
cross validated (Gilham, 2007). Further discussion regarding these methods 
shall be presented in the following sub-sections. 
 
Focus Group 
Focus groups are a form of group interview, although it does not take the form 
of a traditional interview between an interviewer and interviewee where there 
is a reliance on a question-and-answer format. The focus group relies on the 
interaction between the participants in the group (Mertens, 2010). Because 
the focus is on how the group interact with each other there is opportunity for 
SDUWLFLSDQWV¶ YLHZV WR HPHUJH UDWKHU WKDQ WKH UHVHDUFKHU¶V DJHQGD EHLQJ
dominant (Cohen, Manion & Morrison, 2011). Focus groups are often a 
method of choice when researchers are interested in how individuals perceive 
a problem (Mertens, 2010) hence their use in this study. The focus group 
allows for exploration of individual understanding of how others interpret 
phenomena and their individual agreement or disagreement with any issues 
that are raised (Mertens, 2010).  
 
Focus groups are often set up in contrived settings, which can be seen as 
both their strength and their weakness. For example, as illustrated by Mertens 
(2010) focus groups are useful for: 
x Orienting to a particular field of focus 
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x Generating hypotheses that derive from the insights and data from the 
group 
x Gathering data on attitudes, values and opinions, and at a low cost 
(time and resource) 
x Empowering participants to speak out in their own words whilst 
simultaneously encouraging groups to voice their opinions 
x Providing greater coverage of issues than would be possible in a 
survey 
x Allow for triangulation with other data types. 
 
However several disadvantages have been identified, for example Cohen, 
Manion & Morrison (2011) assert that focus groups: 
x Are at risk of group size and dynamics hindering the data that can be 
gathered. Too small a group and they may yield less information than a 
survey, too large and the group may become difficult to manage. 
x Non-participation of some members, possibly due to dominant 
members. 
x Potential for conflicts to arise between individuals in the group 
x Need to have an experienced moderator to manage the group 
 
An initial pilot of the focus group approach was conducted during the final 
supervision day with a cohort who had recently completed the ELSA training, 
to trial prompts that were to be used with the current experimental group. 
Verbal consent was obtained prior to its undertaking. From this pilot it was felt 
that the prompting questions were appropriate and would be used with the 
experimental group. 
 
A focus group was conducted with a second group with a TA sample (n=14) 
on the last supervision session for approximately 30 minutes. The aim was to 
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H[SORUH WKH7$SHUFHSWLRQVRISXSLOV¶HPRWLRQDOZHOO-being and the elements 
of their perceptions of the training they received. The script used by the 
researcher, including the initial question and additional prompts can be found 
in Appendix 5. The focus group data was transcribed verbatim in an attempt 
to address the issue of descriptive validity. Each TA was assigned a number 
to ensure anonymity and confidentiality of the data.  
 
Questionnaire 
The purpose of using a follow-up open-ended questionnaire to gather 
additional qualitative data from focus group participants was to answer a 
question regarding recently trained ELSA views regarding their role and 
training in supporting the emotional well-being of pupils. As participants were 
part of a focus group immediately after receiving ELSA training, the author 
wished to explore the sDPHSDUWLFLSDQWV¶YLHZVDIWHUPRQWKVKDYLQJKDGWKH
opportunity to be in role.  
 
Several issues guided the decision to use questionnaires. For example, it was 
not possible to bring the same group of participants together for another focus 
group due to practical issues such as geographical location of participants, 
time, and participants not being able to be released from current duties. 
Therefore questionnaires presented a cost-effective approach that placed less 
pressure on participants to provide an immediate response, ensured their 
anonymity and benefitted from a lack of interviewer bias (Gilham, 2007). 
Although questionnaires have several inherent benefits, there are several 
disadvantages associated with this method. For example, question wording 
may have an effect on answers, motivation of respondents to complete them, 
problems associated with data quality (accuracy and completeness) and 
typically low response rates (Gilham, 2007). To ensure as high a response 
rate as possible several steps, identified by Gilham (2007), have been taken 
by the researcher, these are: 
x Design a questionnaire where the purpose is clear to participants 
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x Mailing questionnaires (1st FODVVGLUHFWWRSDUWLFLSDQW¶VDWWKHLUVHWWLQJV
(geography did not allow for hand delivery of questionnaires) 
x Already knowing the participants supported the likelihood of returns 
x Supporting emails direct to participants reminding them of the purpose 
and desired return date as well as offering additional support. 
 
As a follow up to the training, Questionnaires (see appendix 6) were mailed to 
each of the 14 focus group participants 6 months after the ELSA training. The 
questionnaire design sought to gather brief demographic information 
regarding the individual programme(s) the participants implemented and the 
SXSLOV¶ZLWKZKRPWKH\ZRUNHG3UHGRPLQDQWO\WKHTXHVWLRQQDLUHFRQVLVWHGRI
open-ended questions to obtain participants views. Open-ended questions 
HQDEOH D JUHDWHU OHYHO RI GLVFRYHU\ UHJDUGLQJ SDUWLFLSDQWV¶ YLHZV *OLKDP
2007), provide an opportunity to express feelings spontaneously and do not 
participants to a pre-determined response (Rosnow & Rosenthal, 2002). Like 
the focus group data, each returned questionnaire was assigned a number to 
HQVXUH WKH SDUWLFLSDQW¶V DQRQ\PLW\ &RPPHQWDWRUV VXJJHVW that response 
rates of lower than 30% place the validity and reliability of this method in 
jeopardy (Gilham, 2007). 
 
Analysis of qualitative data 
To analyse the qualitative data transcribed from the focus group in this study, 
thematic analysis was used. Thematic analysis is considered to be a 
foundational method for qualitative analysis as it provides researchers with 
core skills useful for many other forms of analysis in qualitative research 
(Braun & Clarke, 2006). Thematic analysis has the benefit of being 
independent of theory and epistemology, enabling its application across a 
range of approaches (Braun & Clarke, 2006). There is no clear agreement 
about what thematic analysis is or how one would go about it like many other 
named methods of qualitative data analysis such as grounded theory 
(Charmaz, 2002). It is a widely used method for identifying, analyzing and 
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reporting patterns, or themes, within data (Braun & Clarke, 2006). Its 
application enables a researcher to organize and describe their data in rich 
detail making it a widely used method of analysis in qualitative research and a 
suitable method of analysis within this study. 
 
Braun & Clarke (2006) proposed that a central criticism of the validity of 
thematic analysis is to be found in its flexibilit\RUµDQ\WKLQJ-JRHV¶DSSURDFK,Q
an attempt to reduce this threat to the validity whilst at the same time to 
SURYLGH D FOHDU SURFHGXUH DV WR KRZ WR µGR LW¶ VHYHUDO VWHSV WR FRQGXFWLQJ
thematic analysis are outlined (Braun & Clarke, 2006; p87): 
1. Familiarization of the data ± reading and re-reading the transcribed 
data, making notes of any initial ideas. 
2. Generating initial codes ± coding interesting features of the data in a 
systematic fashion across the entire data set and collating the data 
relevant to each code. 
3. Searching for themes ± collating codes into potential themes, gathering 
all data relevant to each potential theme. 
4. Reviewing the themes ± checking if the themes work in relation to the 
FRGHG H[WUDFWV DQG HQWLUH GDWD VHW FUHDWLQJ D WKHPDWLF µPDS¶ Rf the 
analysis. 
5. Defining and naming themes ± ongoing analysis, refining the specifics 
of each theme, and the overall story the analysis tells generating clear 
definitions and names for each theme. 
6. Producing the report ± final opportunity for analysis. Selection of 
extract examples, analysis of these extracts relating back of the 
analysis to the research question and literature. 
(Braun & Clarke, 2006; p87)  
However, there are several potential risks the researcher needs to be aware 
of when conducting this method of analysis. For example, there is the risk that 
the data will not be analysed at all, instead there is a collection of extracts 
linked together with little or no analytic narrative or the interview questions 
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themselves are used as themes. Another risk could be found if there is too 
much overlap or internal inconsistency with the identified themes. Additional 
risks relate to the claims that are made based upon the analyses, for example 
if the data extracts contradict the claims that are made. Furthermore, a good 
thematic analysis needs to ensure that interpretations are consistent with the 
theoretical framework of the study (Braun & Clarke, 2006). To protect against 
these risks the researcher will follow the steps set out by Braun & Clarke 
(2006). 
 
Thematic analysis also provides researchers with a number of decisions with 
regard to the form of analysis undertaken. Firstly, whether the analysis is 
inductive or deductive. Inductive refers to analysis that is strongly linked to the 
data with emerging themes having little relationship to specific questions 
asked of participants (Braun & Clarke, 2006). As such the analysis is data 
driven and not guided by a theoretical interest in the topic. Whereas deductive 
DQDO\VLVWHQGVWREHJXLGHGE\WKHUHVHDUFKHU¶VLQterest, or when a researcher 
holds a specific question and therefore may provide a less rich picture of the 
data overall but a more detailed analysis of an aspect of the data (Braun & 
Clarke, 2006). However it is argued that a thematic analysis can be both 
inductive and deductive (Fereday & Muir-Cochrane, 2006). In the context of 
this study the author holds a specific research question with which to 
approach the data, but also seeks to explore emergent themes that derive 
from the data. As such the analysis may be both inductive and deductive in 
nature. 
 
The second decision is whether the approach is at the semantic or latent 
level. Themes identified at the semantic level have been identified within the 
explicit or surface meaning without looking for any further meaning to what is 
said or written (Braun & Clarke, 2006). Whereas latent approaches, often 
found in a constructivist paradigm, go beyond the semantic content and begin 
to examine underlying assumptions of the data (Braun & Clarke, 2006). In the 
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presenWVWXG\WKHUHVHDUFKHU¶VDQDO\VLVZLOOXVHWKHODWWHUDSSURDFKUHYLHZLQJ
and examining the underlying assumptions within the data at the latent level. 
 
3.5.5. Mixed Methods 
As this research uses mixed methods careful consideration is needed during 
the individual analyses and integration of different forms of data for final 
interpretations. The procedures illustrated here are part of a concurrent 
nested strategy whereby a predominant guiding method (qualitative) and 
supplementary method (quantitative) are analysed together during a final 
analysis phase to provide a researcher with a broader perspective of the 
phenomenon under study (Tashakkori & Teddlie, 2009). Both types of data 
are collected in one phase, using both quantitative (quasi-experimental 
design) and qualitative methods (focus group and questionnaire) as a means 
to offset limitations with one against the strengths inherent in the other 
(Creswell, 2003). The integration of both types of data will either note a 
convergence of the findings, strengthening the assumptions of the study or 
help explain a lack of convergence.  
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3.6. Establishing trustworthiness 
7KH DXWKRU¶V HSLVWHPRORJLFDO SRVLWLRQ OHG WR WKH GHYHORSPHQW RI WKLV PL[HG
methods study. As such it is posited that data will be gathered via different 
methods and individual analyses will be combined for a final interpretation 
stage. It makes sense that issues regarding trustworthiness be considered 
together also. However, the terminology regarding trustworthiness differ 
across epistemological paradigms and therefore will be considered in relation 
to the methods used (quantitative and qualitative research methods). 
 
3.6.1. Trustworthiness of the Quantitative methods 
Validity 
Whilst the aims of the quantitative methods are exploratory, this aspect of the 
research designs is concerned with investigating causality. However, the 
ability to infer causality in the present study was limited by the non-equivalent 
groups and the sample size.  
 
Within a realist perspective validity refers to the accuracy of results (Robson, 
2002). In other words do the results adequately capture what is to be 
understood or are they due to the effect of something else? Internal validity 
refers to: 
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³,QWHUQDO YDOLGLW\ PHDQV WKDW WKH FKDQJHV REVHUYHG LQ WKH GHSHQdant 
variable are due to the effect of the independent variable, not some 
RWKHUXQLQWHQGHGYDULDEOHV´ 
(Mertens, 2010; p126) 
By contrast external validity, also known as generalisability, is the extent to 
which the findings can be generalized to other contexts (ecological validity) or 
populations (population validity; Robson, 2002). Both internal and external 
validity are often considered inversely related, meaning that controls put in 
place to strengthen internal validity often fight against external validity. This 
highlights the challenge in real world experimental research to be able to 
control internal threats to validity whilst also controlling those that may 
threaten generalisability of the findings. It is the role of the researcher to 
consider which threats to validity may be present in their study and to what 
extent they may be justifiably discounted or controlled for (Robson, 2002).  
Several commentators have identified potential threats to the internal validity 
of any experimental research design within the literature (Campbell & Stanley, 
1963 & Cook & Campbell, 1979). These are presented in table 3.3 alongside 
steps taken by the author to control for their effects: 
Threat type Definition / 
description 
Steps taken to control 
threat in this research 
History Events that occur 
during the course of he 
study that can 
influence the results, 
other than the 
independent variable. 
- Use of a control group 
 
Maturation Biological or 
psychological changes 
in the participants 
during the course of 
the study 
- Use of control group 
- Not possible to control for 
contextual changes  
Testing The use of the same 
pre and post-test 
measures can make 
the participants more 
sensitized to the aims 
of the study. Also 
known as practice 
- Period of up to 8 weeks 
between pre and post-test 
- Measures used may have 
made participants more 
aware of the aims or the 
research  
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effects. 
Instrumentation Issues that occur as a 
result of changes in 
aspects of the way 
participants were 
measured between pre 
and post-tests or as a 
result of individual 
issues of reliability and 
validity associated with 
measures and testing 
procedures. 
- Measures were 
implemented in the same 
manner at pre-test and 
post-test by the same 
individual 
- Scoring of measures was 
checked and re-checked 
- Use of existing 
standardized measures 
Statistical 
Regression 
Participants that have 
very high or low scores 
at pre-test may score 
closer to the mean at 
post-test, giving a 
misleading picture of 
increases or decreases 
in scores known as 
regression to the mean 
- Descriptive analyses 
conducted on the data to 
ascertain distribution of 
scores 
- Use of appropriate 
statistical analyses based 
on outcomes from 
descriptive analyses 
Selection Initial differences / 
characteristics between 
experimental or control 
groups may account for 
group differences not 
necessarily as a result 
of a treatment 
- Methods used to obtain 
control group sample may 
represent limitation as 
settings were asked to 
volunteer ± convenience 
sampling 
Experimental 
Mortality 
Participants who drop 
out during the course 
of the study, for 
example; illness, non-
attendance, choice 
- A second control group 
setting (1xTA and 5x pupil 
participants) dropped out 
of study due to 
implementation issues 
 
Selection ± 
Maturation 
interaction 
The tendency for 
groups to grow apart 
(or closer together if 
initially different). 
- Groups were from different 
settings  
 
Experimental 
treatment 
diffusion 
When one group 
inadvertently receives 
the treatment or 
information only 
intended for the other 
group. 
- Control group was 
selected with the full 
knowledge that they had 
not received ELSA. 
 
Compensatory 
rivalry 
.QRZQ DV WKH µ-RKQ
+HQU\¶ HIIHFW WKLV
- Study relies on self report 
checklists which may be a 
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refers to the 
phenomena that those 
in a control group will 
make a special effort to 
compete, or outdo 
those receiving a 
planned change in an 
experimental group. 
limitation 
- Measures were 
anonymous giving 
participants anonymity and 
confidentiality in an 
attempt to encourage 
honest responses 
 
Compensatory 
equalization 
The offering or giving 
of additional resources 
to the control group not 
receiving the 
intervention. This may 
come from 
organizational 
pressures or out of 
fairness and ethical 
considerations. 
- Each group and participant 
was from a different 
setting 
- Control group participants 
were given information 
regarding how to apply for 
future ELSA training in 
their region. 
 
Table 3.3: Threats to the internal validity of experimental research 
designs, their definitions (adapted from Robson, 2002 & Mertens, 2010; 
after Campbell & Stanley, 1963 & Cook & Campbell, 1979) and steps 
taken to reduce these. 
 
To demonstrate that an approach or intervention works with other individuals 
or client groups, the researcher needs to consider the generalisability of the 
study. As described in Robson (2002), LeCompte & Goetz (1982) provided a 
classification of threats to the external validity of a study similar to those in 
table 5. 
1. Selection ± are the findings specific to the groups being studied? 
2. Setting ± are the findings specific to, or dependant on the context in 
which the study took place? 
3. History ± specific and unique historical experiences may affect the 
findings 
4. Construct effects ± the particular constructs studied may be specific to 
the group studied. 
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Like threats to internal validity the role of the researcher is to attempt to 
discount these. Due to the real-world context in which this study takes place, it 
was not possible to allocate participants randomly to groups. Instead a control 
group was used to enable comparison of data. This study therefore may be 
susceptible to the threats to validity highlighted above. For example, it was not 
possible in a real world context to overcome the limitations in the participant 
sampling methods used and the relatively small numbers of participants within 
each group. These therefore represent potential threats to the validity of this 
VWXG\¶VILQGLQJV 
 
 
Reliability 
Reliability refers to the stability or consistency with which something is 
measured (Robson, 2002). Therefore this relates directly to the 
measurements that are employed in experimental research. The measures 
used in this study are frequently used in research and intervention evaluation. 
Whilst the predictive validity of these measures has been argued for, this does 
not necessarily ensure the reliability within this study. The literature review 
has explored several issues regarding the measurement of the constructs 
under investigation. As such an argument has been made as to what 
emotional well-being refers and it is assume that this construct can be 
accurately measured using the instruments illustrated earlier based upon their 
construct validity. However, a further threat to reliability may be found in the 
test ± retest reliability (repeatability) of the measures. To limit this threat the 
pre and post-test measures are taken 6-8 weeks apart, by the same person 
(TA) and under the same conditions (Robson, 2002). 
 
3.6.2. Trustworthiness of the qualitative methods 
While in flexible designs it may not be appropriate to consider the 
trustworthiness of qualitative research using terms typical of a post-positivist 
paradigm (such as reliability and validity) others have proposed the use of 
terms such as credibility, transferability, dependability and confirmability 
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(Robson, 2002). There remains a need in qualitative research to abide by 
principles of validity, however these are operationalised in a different manner 
to traditional scientific explanations found in post-positivist research (Cohen, 
Manion & Morrison, 2011). It is the natural setting that is the principle source 
of data, which in itself is socially and culturally embedded. The role of the 
researcher therefore viewed as being part of the research, describing the data 
in terms of processes rather than outcomes and generating meaning from this 
interpretation (Cohen, Manion & Morrison, 2011).  
 
In qualitative research emphasis is placed on what might be considered 
internal validity, as it does not seek to generalize but simply to explain the 
phenomena as it occurs (Winter, 2000). Several threats to the validity of 
qualitative research are referenced by Robson (2002). These and the steps 
taken by the researcher to minimize their effects are found in table 3.4: 
 
Threat type Description / definition Steps taken to limit threat 
in this research 
Description  Inaccuracy, incompleteness 
or distortion of the data 
- Use of audio device to 
record focus group. 
- Questionnaires rely on 
participants individual 
responses 
Interpretation Meaning imposed upon the 
data rather than allowing a 
theory to emerge through the 
UHVHDUFKHU¶VLQYROYHPHQW 
- The use of Braun & 
ClaUNH¶V  WKHPDWLF
analysis framework. 
- Clear audit trail to 
demonstrate processes 
and stages of analysis 
Theory Theoretical constructions the 
researcher brings to the 
research without considering 
the alternative theories that 
could explain the data. 
- Awareness of potential 
impact the researcher 
has on the study and 
analyses. 
- Coding and analysis of 
entire data sets. 
Table 3.4: Threats to the validity of qualitative research (Robson, 2002), 
their definitions  and steps taken to reduce these. 
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Each of thesH µWKUHDWV¶ PD\ EH GXH WR UHVHDUFKHU ELDVHV RU PLVWDNHV 7R
ensure validity a researcher may take a number of steps, such as, 
triangulating data with more than one method of data collection, as is the case 
in this study. Alternatively, a researcher may leave an audit trail, i.e. keeping a 
full record of their activities whilst carrying out the research. In addition the 
researcher may seek informant feedback by returning to the participants and 
presenting to them accounts or transcripts made from the data. Each of these 
is seen as a valuable method of guarding against researcher bias (Robson, 
2002) and will be considered during the integration of the data in this study. 
 
3.7. Ethical considerations 
The researcher had the additional role of working as a Trainee Educational 
Psychologist in the local authority in which this study took place. Therefore the 
principles set out in the Professional Practice Guidelines of the Division of 
Educational and Child Psychology (DECP; British Pyschological Society - 
BPS, 2002) were adhered to. These relate to a minimum standard below 
which behaviour should not fall and offer general principles to assist the 
judgments of individual practitioners. In addition, the ethical principles 
adhered to in this research study took into account those set out by the BPS 
Guidelines for minimum standards of ethical approval in psychological 
research (BPS, 2004), Code of Ethics and Conduct (BPS, 2009), Code of 
Human Research Ethics (BPS, 2010) and the University of Nottingham (UoN) 
Code of Research Conduct and Research Ethics (UoN, 2009). Obtaining 
ethical approval is required in doctoral psychological research (refer to 
appendix 7; BPS, 2004 & UoN, 2009), submission in December 2011 of the 
UHVHDUFKHU¶V UHVHDUFKSURSRVDO LQDFFRUGDQFHZLWK8R1SUocedures allowed 
for scrutiny of the design and ethical safeguards within the research. In 
addition to this the researcher received appropriate supervision throughout 
the duration of the research study, in accordance with section 3.12 of the BPS 
(2004) guidelines regarding appropriate supervision of student investigators 
by a member of academic staff. The ethical considerations relating to this 
 90 
study are based upon general principles applicable to all research contexts 
outlined in the BPS guidelines (BPS, 2004) and those broader ethical 
principles of respect, competence, responsibility and integrity within which all 
ethical issues are considered (BPS, 2009). 
 
Informed consent 
Informed consent was obtained from each participant (TA) in the study. 
Information documents regarding the research procedures, what participants 
were asked to do and for how long were given to participants before consent 
was sought (see appendix 8). This included information on their rights to 
withdraw at any time. This ensured each participant was fully informed prior to 
volunteering to take part in the research. Participant TAs also gave letters to 
parents and carers informing them of the intentions and purposes of the study 
and seeking their agreement for the TAs to complete individual checklists on 
their child (see appendix 9). 
 
Right to withdraw 
As an additional safeguard participants (parents/carers and their child 
included) were informed of their right to withdraw from the research at any 
time without reason, including the removal of any data they may have 
provided. These steps ensured that the participant dignity and rights were 
protected and respected (BPS, 2009) and there had been no coercion in the 
recruitment of participants (BPS, 2004; 3.2, 3.4 & 3.5). 
 
Anonymity and confidentiality  
%36  JXLGDQFH VWDWHV ³LQIRUPDWLRQ REWDLQHG IURP DQG DERXW D
participant during an investigation is confidential unless otherwise agreed in 
DGYDQFH´%36S,GHQWLWLHVRISDUWLFLSDQWV7$VLQGLYLGXDOFKLOGUHQ
and their parents) have been protected at all times and all data has been 
anonymised or aggregated for the purposes of analysis. Raw data (checklist 
data and audio recording) and consent forms have been securely stored as 
 91 
an additional safeguard to the anonymity and confidentiality of those involved 
in the study (BPS, 2004). Transcription and analysis of focus group data 
involved removal of any names or details that could identify individuals or 
places, as was the analysis of questionnaire raw data. 
 
Duty of care 
³,W LV WKH GXW\ of the researcher to ameliorate any adverse effects of their 
UHVHDUFKSDUWLFLSDQWVPD\H[SHULHQFH´%36 
 
The researcher provided all participants and stakeholders with contact details 
before the study began to allow for questions to be raised and addressed 
GLUHFWO\ ,Q DGGLWLRQ FDUHIXO PRQLWRULQJ RI SDUWLFLSDQWV¶ ZHOO-being was made 
throughout the research via regular email contact. This was felt to be the most 
appropriate method due to the geographical location of the participants.  
 
Pupil participants selected in this study were identified by their individual 
setting as having varying social, emotional or behavioural difficulties as such 
they were considered vulnerable and potentially at risk. In research it is 
important for vulnerable populations to be identified early so that protocols for 
risk management are put in place (BPS, 2010). Should any participant or 
stakeholder have had concerns regarding individual children then the 
researcher advised that contact was made with relevant parent/carer and 
SURIHVVLRQDOVLQOLQHZLWKWKHVWDNHKROGHU¶VW\SLFDOSURFHGXUHV7KHUHVHDUFKHU
informed participants that should they or the pupils feel distressed or 
embarrassed during completion of checklists or during the intervention(s) they 
were to stop immediately. Equally if TAs felt they or pupils required follow up 
support due to any stress caused they should seek support via the typical 
pastoral procedures within their setting. 
 
The researcher used a script (appendix 5) at the outset of the focus group 
giving information pertaining to the purpose and processes, such as recording 
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the discussions, ensuring confidentiality, anonymity, the rights of the 
SDUWLFLSDQWVQRWWRFRQWULEXWHDQGWKHSDUWLFLSDQWV¶ULJKWWRZLWKGUDZ 
 
The results and findings of this mixed methods study are presented in the 
following chapter. 
 
 
 
 
 
 
 
Chapter 4: Results 
 
4.1 Introduction 
This chapter presents the qualitative and quantitative data gathered during the 
current study. Firstly, exploratory quantitative data concerning the impact of 
WKH (/6$ WUDLQLQJ FRXUVH RQ SXSLO¶V HPRWLRQDO ZHOO-being will be presented. 
This will consist of quantitative analysis of pupil and TA responses to the 
emotional literacy checklist (Faupel, 2003) and TA responses to the SDQ 
(Goodman, 1997).  
 
The second part of this chapter will consist of a thematic analysis of the 
qualitative transcript data from the focus group, followed by a further thematic 
analysis of a follow-up survey with the same group. The qualitative data 
considers both the perceptions of recently trained ELSAs regarding their role 
LQVXSSRUWLQJ WKHGHYHORSPHQWRISXSLOV¶HPRWLRQDO-well-being and also what 
LQIOXHQFHG7$V¶LPSOHPHQWDWLRQRI(/6$LQWHUYHQWLRQV7KHILQGLQJVIURPERWK
qualitative and quantitative analyses are then triangulated, strengthening any 
assumptions that can be made (Creswell, 2003). 
 
4.2. Quantitative data and analysis 
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Table 4.1 illustrates the outcome measures and their subscales for each 
informant used in this study.  
Table 4.1: The subscales, informants and desired direction of change for 
each measure used in this study. 
 
This section intends to consider the following research question testing the 
experimental hypotheses: 
1. Does the ELSA project have a measurable impact on pupil and TA 
perceptions of emotional well-being? 
 
Experimental Hypotheses:  
x TA perceptions of pupil emotional literacy (as measured by the ELC 
Teacher checklist) will increase from pre to post-test 
x TA perceptions of pupil strengths and difficulties (as measured by the 
SDQ) will decrease from pre to post-test. However, TA perceptions of 
pro-social behaviour will increase from pre to post-test. 
x 3XSLO¶VVHOISHUFHSWLRQVRIWKHLUHPRWLRQDOOLWHUDF\DVPHDVXUHGE\WKH
ELC pupil checklist) will increase from pre to post-test. 
 
Measure  Respondent   Desired 
direction of 
change 
Teacher (completed by 
TA) 
Pupil 
Emotional 
Literacy 
Checklist ± 
ELC (Faupel, 
2003) 
Self-awareness n/a Increase in 
scores from 
pre-post test 
 
Self-regulation n/a 
Motivation n/a 
Empathy n/a 
Social skills n/a 
Total emotional literacy 
score 
Total emotional literacy 
score 
Strengths and 
Difficulties 
Questionnaire 
± SDQ 
(Goodman, 
1997) 
Emotional symptoms n/a Decrease in 
scores from 
pre-post test 
Conduct problems n/a 
Hyperactivity n/a 
Peer problems n/a 
Pro-social behaviour n/a Increase in 
scores from 
pre-post test 
Total difficulties (without 
pro-social behaviour) 
n/a Decrease in 
scores from 
pre-post test 
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However, in order to do so it is important to undertake preliminary analyses of 
the data using descriptive statistics. This is to check if any of the variables are 
in violation of the assumptions underlying the various statistical techniques 
that might be used to address these research questions (Pallant, 2010).  
4.2.1. Descriptive statistics 
Distribution of the data 
It is important to establish whether the data is normally distributed as this 
determines which inferential tests can be used. A non-significant result on the 
Shapiro-Wilk test (>0.05) indicates normality (Pallant, 2010). The Shapiro-
Wilk test is used to determine normality over the Kolmogorov-Smirnov test as 
it is considered to be a more appropriate test with small sample sizes 
(Steinskog, Tjostheim & Kvamsto, 2007).  
 
Whilst the Shapiro-Wilk test is used to determine normality of the data, the 
skewness of the distribution is also measured (presented in Table 4.2 below). 
A skewness value of 0 indicates that the distribution is not skewed, whereas 
positive values indicate a positively skewed distribution at the low end of a bell 
curve and negative values indicate a negatively skewed distribution at the 
high end (Dancey & Reidy, 2007). It is argued that skewness values above 1 
or below -1 indicate that the data is not normally distributed enough to meet 
the assumptions of parametric tests (Dancey & Reidy, 2007). 
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Table 4.2: Tests of distribution of the data across groups for each 
variable with non-normal results highlighted in bold. 
 Tests of Normality  
 Group Shapiro-Wilk Skewness 
Statistic df Sig. Statistic Std. Error 
TA Emotional 
Literacy Checklist 
Overall score pre-
test 
Experimental 
Group .723 5 .016 -2.031 .913 
Control Group .943 5 .685 -1.033 .913 
TA Emotional 
Literacy Checklist 
Self-awareness 
pre-test 
Experimental 
Group .981 5 .940 -.543 .913 
Control Group .914 5 .492 -1.118 .913 
TA Emotional 
Literacy Checklist 
Self-regulation pre-
test 
Experimental 
Group .876 5 .292 .009 .913 
Control Group .931 5 .601 -.665 .913 
TA Emotional 
Literacy Checklist 
Motivation pre-test 
Experimental 
Group .962 5 .823 -.307 .913 
Control Group .984 5 .955 -.502 .913 
TA Emotional 
Literacy Checklist 
Empathy pre-test 
Experimental 
Group .788 5 .065 -1.838 .913 
Control Group .867 5 .254 -1.549 .913 
TA Emotional 
Literacy Checklist 
Social skills pre-test 
Experimental 
Group .889 5 .350 -1.245 .913 
Control Group .684 5 .006 .609 .913 
Pupil Emotional 
Literacy Checklist 
Overall score pre-
test 
Experimental 
Group .932 5 .609 .623 .913 
Control Group .834 5 .149 1.594 .913 
TA SDQ Total 
difficulties pre-test 
Experimental 
Group .855 5 .210 .459 .913 
Control Group .762 5 .038 -.828 .913 
TA SDQ Emotional 
symptoms pre-test 
Experimental 
Group .897 5 .391 -.310 .913 
Control Group .902 5 .421 -.541 .913 
TA SDQ Conduct 
problems pre-test 
Experimental 
Group .979 5 .928 .590 .913 
Control Group .684 5 .006 .609 .913 
TA SDQ 
Hyperactivity pre-
test 
Experimental 
Group .833 5 .146 1.361 .913 
Control Group .776 5 .050 1.816 .913 
TA SDQ Peer 
problems pre-test 
Experimental 
Group .782 5 .057 .441 .913 
Control Group .836 5 .154 .581 .913 
TA SDQ Prosocial 
behaviours pre-test 
Experimental 
Group .958 5 .794 .299 .913 
Control Group .908 5 .453 1.145 .913 
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Measures of central tendency 
Typically in psychological research, the mean is the most commonly used 
measure of central tendency (Dancey & Reidy, 2007). However due to the 
findings regarding the distribution of the data presented in table 4.2 the 
median, range and standard deviations for each variable are given to show 
the spread of the data (table 4.3). The median is often stated in such cases as 
it can be less influenced by extreme scores within research involving a small 
sample (Dancey & Reidy, 2007).  
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Table 4.3: Mean, Median, Standard Deviation and range scores across 
groups for each variable. 
 
Measures of central tendency and variability 
  Group Mean Median Std. 
Dev. 
Range 
TA Emotional Literacy 
Checklist Overall score 
pre-test 
Experimental 
Group 44.2 48 13.217 32 
Control Group 62.4 64 9.209 24 
TA Emotional Literacy 
Checklist Self-awareness 
pre-test 
Experimental 
Group 8.4 9 3.05 8 
Control Group 12.4 13 1.517 4 
TA Emotional Literacy 
Checklist Self-regulation 
pre-test 
Experimental 
Group 8.2 8 2.775 6 
Control Group 12.4 13 2.881 8 
TA Emotional Literacy 
Checklist Motivation pre-
test 
Experimental 
Group 7.8 8 2.864 7 
Control Group 10.8 11 2.566 7 
TA Emotional Literacy 
Checklist Empathy pre-
test 
Experimental 
Group 9.4 10 3.13 8 
Control Group 13.2 14 3.114 8 
TA Emotional Literacy 
Checklist Social skills pre-
test 
Experimental 
Group 10.4 12 4.037 10 
Control Group 13.6 12 2.191 4 
Pupil Emotional Literacy 
Checklist Overall score 
pre-test 
Experimental 
Group 63.6 61 21.995 53 
Control Group 64.6 61 11.014 27 
TA SDQ Total difficulties 
pre-test 
Experimental 
Group 22.6 21 5.128 11 
Control Group 7.6 11 4.775 10 
TA SDQ Emotional 
symptoms pre-test 
Experimental 
Group 6.6 8 2.966 7 
Control Group 1.8 2 1.304 3 
TA SDQ Conduct 
problems pre-test 
Experimental 
Group 4.2 4 1.924 5 
Control Group .4 .00 .548 1 
TA SDQ Hyperactivity pre-
test 
 
Experimental 
Group 8 8 1.225 3 
Control Group 3 2 2.915 7 
TA SDQ Peer problems 
pre-test 
 
Experimental 
Group 3.8 3 2.049 4 
Control Group 2 1 2.345 5 
TA SDQ Pro-social 
behaviours pre-test 
Experimental 
Group 3.6 4 3.209 8 
Control Group 5 5 1.871 5 
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The results of the preliminary analyses show that much of the data is not 
normally distributed with some scores being positively or negatively skewed 
higher than the 1 or -1 value. An argument could be made that these scores 
DUHQ¶W VXUSULVLQJ DV WKH SXSLOV XQGHU VWXG\ KDYH EHHQ LGHQWLILHG DV KDYLQJ
additional needs and may be at the extreme ends of the normal distribution 
curve. Several of the assumptions that apply to the use of parametric tests 
have not been met, for example that the scores are obtained from a random 
sample of the population and that this sample is normally distributed (Pallant, 
2010). Furthermore taking into account the very low sample size the author 
chose to conduct and present only descriptive statistics over inferential 
statistics as any meaning inferred could only ever be speculative. 
 
Pre ± post test TA ELC Overall Scores 
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Figure 4.1: Experimental Group Pre to Post-test for TA ELC Overall 
Scores 
Figure 4.2: Control Group Pre to Post-test for TA ELC Overall Scores 
 
As can be seen in figures 4.1 and 4.2 there were slight improvements in TA 
perceptions of pupil overall Emotional Literacy from pre to post-test for the 
experimental group, yet mostly decreases in the TA perceptions of pupil 
overall Emotional Literacy from pre to post-test for the control group. 
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Pre - post test Pupil ELC Overall Scores 
Figure 4.3: Experimental Group Pre to Post-test for Pupil ELC Overall 
Scores 
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Figure 4.4: Control Group Pre to Post-test for Pupil ELC Overall Scores 
 
Figure 4.3 shows the majority of pupils in the experimental group made an 
increase in their self-perceptions of Emotional Literacy, with only one pupil 
actually showing a decrease in scores at post-test. Figure 4.4 also shows that 
pupils in the control group made slight increases in their self-perceptions of 
Emotional Literacy from pre to post ± test, with only one pupil showing no 
increase at post-test. 
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Pre ± post test TA SDQ Total Difficulties scores 
Figure 4.5: Experimental Group Pre to Post-test for TA SDQ Total 
Difficulties Scores 
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Figure 4.6: Control Group Pre to Post-test for TA SDQ Total Difficulties 
Scores 
 
Figure 4.5 shows that all but 1 TA perceived pupils total difficulties to be much 
lower at post-test, a change in the desired direction. Figure 4.6 shows that 
ZKLOVWRQO\WKUHHRIWKH7$¶VSHUFHLYHGWRWDOGLIILFXOWLHVVFRUHVFKDQged in the 
desired direction at post-test, whilst two remained unchanged, overall these 
pupils were perceived to be lower in their total difficulty ratings at pre-test than 
the experimental group. 
 
Further examination of the data using the median scores shows that there 
were some changes in the desired direction for the experimental group, 
compared with the control group median scores made little or no change in 
the desired direction (see table 4.?).  
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Table 4.4: Dependent variable median scores, pre and post-test, for 
experimental and control groups. 
 
4.2.2. Summary 
The descriptive analyses presented above have produced several important 
findings with regard to differences in raw and median scores from pre-test to 
post-test for both experimental and control groups (table 4.4). 
 
Firstly, there were changes made in the desired direction for the experimental 
group on the TA ELC overall score (pre to post-test). This is interesting when 
compared with the changes made in the opposite direction for the control 
group pre and post-test scores on the TA ELC overall score. These scores 
Dependant Variable 
Median score 
Experimental group Control Group 
Pre-test Post-test Pre-test Post-test 
TA ELC Overall score 48 54 64 61 
TA ELC Self-
awareness 
9 11 13 12 
TA ELC Self-
regulation 8 10 13 13 
TA ELC Motivation 8 10 11 11 
TA ELC Empathy 10 10 14 13 
TA ELC Social Skills 12 14 12 13 
Pupil ELC Overall 
score 
61 67 61 61 
TA SDQ Total 
difficulties 21 19 11 4 
TA SDQ Emotional 
symptoms 8 4 2 0 
TA SDQ Conduct 
problems 4 2 0 0 
TA SDQ Hyperactivity 8 6 2 2 
TA SDQ Peer 
problems 3 3 1 1 
TA SDQ Pro-social 
behaviours 4 5 5 5 
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are also reflected in the median scores from pre-test to post-test on the five 
subscale dependant variables for both groups, with only the experimental 
group showing changes in the desired direction. 
 
6HFRQGO\FKDQJHVPDGHE\SXSLOV¶LQERWKJURXSVZHUHPDGHLQWKHGHVLUHG
direction as shown in figures 4.3 and 4.4. This is interesting when you 
compare the TA perceptions with the pupil self-perceptions, as it appears that 
the pupils rated their own emotional literacy slightly higher at post-test, 
whereas the TA perceived there to be a reduction in pupil emotional literacy 
scores. 
 
It was perhaps unsurprising that the experimental group TA SDQ scores were 
higher at pre-test due to the way pupils were selected to receive ELSA 
support. However the median scores presented in table 4.4 might be 
misleading. As figure 4.5 and 4.6 indicate, all but one of the experimental 
group scores changed in the desired direction from pre to post-test. When 
compared with the changes made in the control group, only two pupils were 
perceived to have made a dramatic change in the desired direction and two 
further pupils perceived to have made no change at all. 
 
Interpretation of the presented findings from these analyses is limited due to 
the small sample sizes and the assumptions that can be made about data. As 
mentioned earlier the assumptions for the use of parametric or non-parametric 
inferential tests were not met. It is, therefore, not possible to determine 
whether the changes observed represent statistically significant differences 
between pre and post-test scores across groups. In summary, due to the 
limitations discussed above, it is not possible draw any reliable inferences 
about the impact of the ELSA training on pupil emotional literacy scores and 
behavioural strengths and difficulties. The changes and impact observed must 
therefore be treated cautiously and any interpretations offered should remain 
hypothetical. 
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4.3. Qualitative data Coding and Analysis 
The data coding and analysis in this section considers the following research 
question: 
x How does the ELSA project impact on TAs perceptions of the 
emotional well-being of pupils, their role and training in supporting the 
development of pupil emotional well-being? 
 
Qualitative data gathered during the focus group and subsequent surveys 
sent out to participants in the experimental group were analyzed using 
thematic analysis. Thematic analysis is a widely used method for identifying, 
analyzing and reporting patterns, or themes, within data (Braun & Clarke, 
2006). As such the researcher is able to organize and describe their data in 
rich detail. The focus group data was recorded using a digital recording device 
and transcribed YHUEDWLP LQFOXGLQJ XWWHUDQFHV VXFK DV µHU¶V SDXVHV
interviewer encouragement and questions (see data disc appendix 1). As the 
data collected from the survey was written there was no need to transcribe. 
The author conducted a thematic analysis of both data sets using Braun & 
&ODUNH¶VPRGHOWKHVWDJHVRIZKLFKZHUHDVIROORZV 
 
1. Familiarization of the data  
Transcriptions were checked against the digital recording to ensure that no 
parts were missing. The author immersed himself within the data by reading 
and re-reading the printed transcriptions and survey data. Whilst reading, 
notes were made of any initial ideas or areas of interest from within the data 
(see data disc appendices 3 and 4).  
 
2. Generating initial codes 
Once the author was familiar with the data sets, a process of generating initial 
codes began. Codes refer to features of the data that appear most interesting 
to the researcher (Braun & Clarke, 2006). Codes identified by the author were 
written onto post-it notes next to the relevant segment of data. For the focus 
group transcription these were then placed onto the word-processed 
document using the Comments tool to help with further stages of the analysis 
(see data disc appendices 2 and 5). The codes were then organized together 
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into meaningful groups. This was a cyclical process and involved going back 
to the raw data to check the validity of the identified codes.  
 
3. Searching for themes  
Braun & Clarke (2006) define a theme as; 
³VRPHWKLQJ LPSRUWDQWDERXW WKHGDWD LQ UHODWLRQ WR WKH UHVHDUFh question, 
and represents some level of patterned response or meaning within the 
GDWDVHW´ (p.82). 
Once all codes had been organized together, each group was labeled ready 
for stage 3 in the analysis. This stage refocused the analysis at the broader 
level of themes rather than individual codes. A visual representation, or 
thematic map, helped to sort the groups of codes under initial overarching 
themes and possible subthemes (see data disc appendices 6 and 7). At this 
stage overarching themes and subthemes were preliminary and not yet fully 
defined. 
 
4. Reviewing the themes   
This phase involved checking if the candidate themes work in relation to the 
coded extracts and entire data set. This two-phase process ensures that 
where there is not enough data to support a theme or if the data within a 
theme is too diverse, the theme can be refined and adapted as such. Without 
clear guidelines on when to stop, there is the potential for the process of 
coding data and generating themes to continue indefinitely. Braun & Clarke 
(2006) suggest that when refinements and fine-tuning do not add anything 
substantial to the analysis the researcher may decide to stop.  This process 
involved revisiting the thematic map and re-reading the data to ensure the 
different themes fit together and represented the overall data. 
  
5. Defining and naming themes  
This final process involved refining the specifics of each theme by generating 
clear definitions and names. The aim therefore is to provide a clear 
description of what each theme represents illustrated by extracts from the 
data sets and a narrative as to the relevance of the theme. Two individual 
thematic analyses were carried out on two different data sets. Taken from the 
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same sample at two different time points, the purpose is to explore the extent 
to which participants views developed depending on their experiences 
encountered in their role directly after training and at 6 month follow up. In 
addition this method would provide the local authority (sponsors of this 
research study) the views of ELSA trained TAs at different time points, 
potentially informing future delivery of the ELSA project. As such they have 
are presented separately. 
 
6. Member checks 
It was not possible to present the participants with the themes generated due 
to pragmatic difficulties such as geographic locations of ELSAs and time 
available to the researcher. The author did however present the thematic 
maps to a University tutor experienced in using the approach to check the 
quality of the themes and subthemes. Further reliability checks involved 
presenting both thematic maps to another trainee conducting thematic 
analyses. This involved a matching process whereby the trainee was asked to 
match individual codes to the overarching themes and subthemes. The 
trainee was able to correctly match 73 of 96 focus group data codes (76%; 
data disc appendices 8) to the corresponding themes / subthemes and 37 of 
51 questionnaire data codes (73%; data disc appendices 9). Subsequent 
discussion with the trainee sought to account for the 24% and 27% 
unmatched codes. These discrepancies were due to the lack of context during 
the matching exercise (trainee was without the raw data) and that the trainee 
was only presented with the final thematic maps and was unaware of prior 
revisions to themes and subthemes. Joffe (2011) describes a method of 
checking the reliability of a coding frame by calculating correspondence 
between applications of codes to at least 20% of the data by two independent 
UHVHDUFKHUV ,Q -RIIH¶V  VWXG\ D FRQFRUGDQFe between researchers 
above 75% is regarded as demonstrating reliability of the coding frame used. 
In this study the inter-rater concordance using a similar method was 76% for 
the focus group code matching and 73% for the questionnaire code matching 
exercise. It is argued therefore that the codes and themes presented in this 
study are considered as reliable according to the criteria described.  
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4.3.1 Thematic Analysis of Focus Group Data 
 
Figure 4.7: Themes and subthemes identified during a thematic analysis 
of participant focus group data. 
 
Analysis of participant focus group data generated several themes in relation 
to how ELSA trained TAs perceive their role and training in developing pupil 
emotional well-being (see figure 4.7). These include pressures and challenges 
of role, Role itself, training experiences, personal beliefs and knowledge of 
self, and professional skills and knowledge. Within these broad themes, with 
the exception of personal beliefs and knowledge of self, several subthemes 
were identified during the coding process that contributed to the overarching 
theme label and definition.  
 
Pressures and challenges of role 
Participants discussed various pressures and challenges of their role when 
commenting on their perception of their role and training in developing pupil 
emotional well-being. These comments were coded into the following 
subthemes: 
x Time 
x Evidence and outcomes 
x Pupil involvement 
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x Perceptions of others 
 
Time 
 
7KHFKDOOHQJHDQGSUHVVXUHRI µWLPH¶RQ WKH7$UROH LVGHPRQVWUDWHGE\ WKH
contradictions and tensions elicited from a number of participants. For 
example, some commented on the need for more time to provide targeted 
support for pupils to develop their emotional well-being as being one 
challenge to their role: 
 
³,WVWLPHIDFWRUVDV ZHOOLVQ¶WLWWLPHDOZD\VSOD\VDELJWKLQJRQWKHMRE
\RX¶UH YHU\ FRQVFLRXV RI WKH WLPH WKDW \RX¶YH JRW <RX GRQ¶W ZDQW WR
VSHQGDOOWKDWWLPHSODQQLQJZKHQ\RXFRXOGEHGRLQJ´SDUWLFLSDQW 
 
There was also a feeling that the needs of the pupils with whom they work 
meant that time was an ever present challenge and pressure: 
 
³,W FDQ WDNH D ORQJ WLPH IRU WKHP WR FKDQJH DV ZHOO VRPHWLPHV \RX
KDYHWKHPIRUZHHNVDQG\RXFDQ¶WFKDQJHZKDWWKH\¶YHEHHQWDXJKW
for years and years at home in a 6 week perLRG´SDUWLFLSDQW 
 
Whereas, one participant felt that there was also a challenge that too much 
time spent supporting a pupil may be detrimental to their development:  
 
³,WKLQNWKHUHLVDGDQJHUWKDW\RXFDQVSHQGWRRPXFKWLPHZLWKDFKLOG
and they becRPHGHSHQGHQWRQ\RXDQGWKDWWKH\KDYHQ¶WJRWWKHLURZQ
VNLOOV«´SDUWLFLSDQW 
 
,W DSSHDUV IRUP WKHVH FRPPHQWV WKDW 7$V¶ YLHZ WKHLU UROH DV DGGUHVVLQJ
LVVXHVWKDWKDYHEHHQLQIOXHQFHGE\µWKHKRPH¶7KHFKDOOHQJHKRZHYHUZLWK
regard to their deployment appears to be with time, such as how much time 
they can give or are allowed to give to meet the often complex needs of pupils 
they typically work with.  
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Evidence and outcomes 
Additional pressures and challenges were highlighted in relation to the need 
for participants to provide evidence of impact and outcome data, often for very 
complex needs: 
³7KHQ \RX JHW 2IVWHG ZDQWLQJ \RX « NQRZ QXPEHUV RQ WKH GRRUV
VFRUHVRQWKHGRRUVDQG\RXFDQ¶WSURGXFHLWEHFDXVHLWVQRWWKHVRUWRI
work that produces scores nHFHVVDULO\VRWKDW,¶YHIRXQGTXLWHGLIILFXOW´
(participant 6) 
 
Further to this, evidence of impact is reportedly seen anecdotally in their role: 
 
³, WKLQN WKH HYLGHQFH LV ZKHQ D WHDFKHU FRPHV WR \RX DQG VD\V ZHOO
DFWXDOO\KH¶VOLNHDGLIIHUHQWFKLOGQRZ´ (participant 7) 
 
³,¶PQRWYHU\JRRGDWSDSHUZRUN\RXNQRZZKDWIHHOVULJKWDQG\RXMXVW
GR LW DQG VRPHRQH HOVH JRHV µHYLGHQFH \RX NQRZ ZKDW KDYH \RX
GRQH¶ DQG \RX WKLQN ZHOO , GRQ¶W NQRZ EXW KH¶V TXLWH KDSS\«´
(participant 6) 
 
What the TAs appear to be acknowledging is that emotional well-being as a 
construct is immeasurable, at least in a way that is represented by facts and 
figures. What the participants seem to be indicating is that slight changes in 
an individual pupil can be evidenced by the changes in the perceptions of 
other teachers.  
 
Pupil involvement 
 
Interestingly some participants felt that the pupil involvement also presented 
LWVRZQFKDOOHQJHSDUWLFXODUO\LQUHODWLRQWRDSXSLO¶VUHFRJQLWLRQRIWKHQHHGWR
change and the influence of peer perceptions and relationships on their sense 
of self: 
 
³%XWDVZHOOROGHUNLGV ,GRQ¶WNQRZDERXW\RXU OLWWOH\VEXWZLWKROGHU
NLGVLIWKDWNLGRUWKDWFKLOGWKDWOLWWOHSHUVRQGRHVQ¶WZDQWWRFKDQJHLW
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GRHVQ¶W PDWWHU KRZ PDQ\ RI \RX LQ WKH WHDP WKHUH LV EXW \RX ZRQ¶W
change them will you. It depends how they are as a person, I find. You 
FDQ WU\ EXW LW GHSHQGV ZKDW VRUW RI SHUVRQDOLW\ WKH\¶YH JRW«´
(participant 2) 
 
³,W FRPHVGRZQ WRDELOLW\ DVZHOO DQGKRZZHOO WKH\GRDQGKRZZHOO
they seem to be doing by their peer groups for self esteem and 
FRQILGHQFH«´SDUWLFLSDQW 
 
³\HDK FRV WKDW JRHV RQH ZD\ RU DQRWKHU GRHVQ¶W LW WKDW FRV \RX FDQ
KDYH OLNHFKLOGUHQ WKDWDUHQ¶WYHU\DEOHDQGWKH\¶YHJRW UHDOO\ ORZVHOI
HVWHHPDQGHYHU\WKLQJDQGWKH\GRQ¶WILW in with popular group like you 
MXVWVDLGEXWWKHQWKHUH¶VWKHUHDOO\FOHYHUNLGVWKDWWKH\GRQ¶WILWLQZLWK
any group either do they, you know what I mean, because the popular 
RQHVGRQ¶WZDQWWKHVHLWVQRWFRROWREHFOHYHUZKHQ\RX¶UHDWDFHUWDLQ
DJH´ (participant 2) 
 
These comments indicate the TAs understanding of the need to acknowledge 
SXSLO YLHZV ZKHQ SODQQLQJ DQG LPSOHPHQWLQJ WDUJHWHG VXSSRUW DQG µZRUNLQJ
ZLWK¶ DV RSSRVHG WR µGRLQJ WKLQJV WR¶ FKLOGUHQ DQG \RXQJ SHRSOH WKH\ ZRUN
with. The challenge therefore lies in how the TA works with the young person 
to help raise their awareness of any potential issues and support them 
through a process that may lead to change. 
 
Perceptions of others 
 
Several of the participants felt that how others perceived their role and training 
added additional pressure and challenge to their role. Some reported 
unrealistic expectations and a lack of support from others: 
 
³, WKLQN DOVR KDUG ZKHQ SHRSOH WKLQN WKDW \RX¶UH WKH VSHFLDOLVW LQ WKDW
DUHDµVR,¶OOEHDEOHWRFRPH WR\RXDQG\RX¶OOIL[WKDWFKLOGDQG,GRQ¶W
QHHG WR ZRUU\ DERXW WKDW FKLOG DQ\PRUH¶ DQG \RX FDQ¶W WDNH WKDW RQ
your shoulders can you, you need to be able to share that with other 
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SHRSOHDQG\RXQHHGWREHDEOHWRWKLQNDQGZRUNDVDWHDPDQGµZH
can do LWWRJHWKHU¶QRWMXVWWDNLQJLWDOORQP\VHOIEHFDXVH,FDQ¶WGRWKLV´
(participant 4) 
 
These unrealistic expectations were also discussed in relation to the ELSA 
training and the perceptions others had once participants returned to their 
settings: 
 
³«\RX JR EDFN WR VFKRRO DQG \RX¶UH VXSSRVHG WR EH WKH IRQW RI DOO
NQRZOHGJHEXW UHDOO\ZH¶YH MXVW WRXFKHGRQ OLJKWO\RQD ORWRI WKLQJV
KDYHQ¶WZH«´SDUWLFLSDQW 
 
³, GRQ¶W WKLQN RXU FROOHDJXHV DSSUHFLDWH WKDW DV ZHOO DV ZH¶G ZDQW ,
WKLQN WKH\ WKLQN µVR \RX¶UH WKH VSHFLDOLVW SHUVRQ LQ WKDW¶ EXW ZH KDYH
RQO\WRXFKHGRQLWLQOLWWOHELWV´SDUWLFLSDQW 
 
Links were also found between the perceptions of others and the subtheme of 
time commitments for example: 
 
³«VRPHWLPH WKH\¶UH QRW SUHSDUHG WR JLYH \RX WKH time to, to do the 
ZRUNWKDW¶VQHFHVVDU\WKH\MXVWZDQWLQJDµWDNHµHPRIIDQGKDYHDFKDW
ZLWKµHPIRUPLQXWHVDQGZH¶OOFRPHEDFNDQGLW¶OODOOEHILQH¶,W¶VQRW
EXW\RX¶UHGLVUXSWLQJWKHPLI\RX¶UHWDNLQJWKDWFKLOGRXWDOOWKHWLPH«´
(participant 8) 
 
It appears from these comments that TAs feel that their colleagues place the 
UHVSRQVLELOLW\RIVXSSRUWLQJSXSLOV¶HPRWLRQDOZHOO-being as solely with the TA. 
+RZHYHU WKH 7$V¶ DSSHDU WR DFNQRZOHGJH WKDW WKH GHYHORSPHQW RI SXSLO
emotional well-being is the responsibility of all. Yet the additional pressures of 
µWLPH¶ IRU µHYLGHQFH DQG RXWFRPHV¶ DQG µSXSLO LQYROYHPHQW¶ VXJJHVW WKDW WKH
expectations that TAs colleagues are perceived to have could be considered 
to be unrealistic.  
 
Role 
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Participants discussed various aspects of their role in relation to developing 
pupil emotional well-being. These comments were coded into the following 
subthemes: 
x Purpose 
x Support 
x Working with others 
x Characteristics of role 
 
Purpose 
Several participants provided varying perspectives as to the purposes of their 
role. Some described their role as developing and expanding pupil skills: 
 
³:HJLYHWKHPWKHWRROVWRGHYHORSWKHLUVRFLDOVNLOOV´SDUWLFLSDQW 
 
³7KH\¶UHQRWJHWWLQJ WKHVRFLDOVNLOOV WRGHYHORS IULHQGVKLSV«1R««WR
develop relationships with their peers and with other adults they just 
GRQ¶WNQRZZKDWWRGRWROHDUQWKH\GRQ¶WNQRZKRZWRGHYHORSDVDQ
LQGLYLGXDO,WVWLIOHVWKHP´SDUWLFLSDQW 
 
Others felt it was to support the development of pupil resilience: 
  
³Build their resilience so they can deal with problems themselves rather 
WKDQDOZD\VORRNLQJDWDQDGXOW´SDUWLFLSDQW 
 
³,¶PTXLWHDZDUHWKDWZLWKWKHFKLOGUHQWKDW,ZRUNZLWKLQ\HDUVL[WKDW¶V
ZKDW WKH\¶UH JRLQJ XS WR VR , GR WU\ UHDOO\ KDUG WR JLYH them that 
independence in year six to try it for themselves, to try to fail, you know 
WU\IDLOLQJDQGFRSHZLWKIDLOLQJVRPHWLPHV´SDUWLFLSDQW 
 
2QH SDUWLFLSDQW FRPPHQWHG WKDW WKHLU UROH ZDV WR XOWLPDWHO\ VXSSRUW SXSLOV¶
access to learning: 
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³«\RX¶UH ORRNLQJDIWHUWKHLUHPRWLRQDOZHOIDUH$QGLI WKH\NQRZWKDW¶V
all in place then they begin to flourish in the school and I think that 
having the foundations of feeling safe then allows them to, to learn 
academically which is of course, you know, the whole school, the 
ZKROHVFKRROOHDUQLQJ´SDUWLFLSDQW 
 
These comments demonstrate not only the TAs understanding of what 
contributes to emotional well-being but also how it is nurtured and the 
importance of their role in the context of the school. These comments 
acknowledge that not all pupils are ready to learn or capable of doing so 
automatically. The perceived view that their purpose is to provide support for 
pupils so they are able to learn and achieve may demonstrate the TAs 
DZDUHQHVV RI 0DVORZ¶V KLHUDUFKy (1968) and how an individual has several 
needs that should be satisfied to achieve self-actualisation.  
 
Support 
 
The subtheme support was originally aligned under pressures and challenges 
of role. However the groups of codes did not fit within this overarching theme 
and was re-aligned under role. Key to this subtheme were discussions 
amongst participants regarding the value of peer support, networking 
opportunities and the value of sharing practice, for example: 
 
³«ZH¶YH DOO EHHQ DEOH WR KDYH RXU RZQ OLWWOH ELWV DQG ZH¶YH DOO \RX
NQRZWKLVLVZKDW,ZDVVD\LQJ\RXNQRZ¶RKJRG\HDK,QHYHUWKRXJKW
RIWKDWWKDWORRNVUHDOO\JRRGWKDW¶VDJRRGLGHD¶<RXFDQERXQFH\RXU
LGHDVRIIHDFKRWKHUFDQ¶W\RX´SDUWLFLSDQW 
 
³, WKLQN LW ZRXOG EH QLFH LI ZH FRXOG all meet, we were saying this 
ZHUHQ¶WZHLWZRXOGEHQLFHLIDOOXVORWFRXOGVWD\LQWRXFKEXWKDYHOLNH
a couple of hours every term time or whatever just to discuss like we 
GLG WRGD\ OLNH D VROXWLRQ FLUFOH , WKLQN WKDW ZRXOG EH UHDOO\ JRRG´
(participant 2) 
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³%HFDXVHKDOIWKHVWXIIWKDWZH¶YHDOOWDONHGDERXW,¶YHWKRXJKWµDK\HDK
WKDW¶VDUHDOO\JRRGLGHD¶EXW\RXSUREDEO\ZRXOGQ¶WKDYHWKRXJKWDERXW
LW \RXUVHOI \RX NQRZ LI \RX¶YH QRW GRQH LW EHIRUH \RX¶YH JRW WR VWDUW
VRPHZKHUHKDYHQ¶W\RX´SDUWLFipant 2) 
 
Whilst these comments highlight the value TAs placed on the peer support 
they received during the ELSA training, it may also suggest a perceived lack 
of support in the settings in which they routinely work. This would reflect and 
be supported by WKH FRPPHQWV SUHVHQWHG LQ WKH VXEWKHPH µSHUFHSWLRQV RI
RWKHUV¶ 
 
Working with others 
 
This subtheme was originally divided into two subthemes, pupil participation 
and parent participation. However rather than commenting on two separate 
aspects of their role, the data appeared to be saying something about the 
SDUWLFLSDQWV¶UROHZRUNLQJZLWKRWKHUVLQJHQHUDO7KHUHIRUHWKHWZRVXEWKHPHV
were merged under a different heading.  
 
Whilst participants had already commented on the purpose of their role in 
relation to supporting the development of pupil emotional well-being, 
discussion also accounted for how the TAs themselves supported both pupils 
and parents.  
 
Having a key worker to support pupils to raise their awareness of skills and 
successes, for example: 
 
³3OD\ RQ WKH FKLOG¶V VWUHQJWKV EXLOG WKHLU VWUHQJWKV LQ HUP DQG \RX
NQRZKLJKOLJKWWKHLUVWUHQJWKVVRWKH\¶UHRQDKLJKUDWKHUWKDQIRFXVLQJ
on their weaknesses all the time which tends to be academically. But 
they could be good at sports or could be good at art which is a good 
avenue for them to express themselves and tend to focus on those 
DUHDVDQGWKHQZRUNRQWKHZHDNHUDUHDDIWHUZDUGV´SDUWLFLSDQW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³:HVRUWRIKDYHNH\ZRUNHUVIRURXUFKLOGUHQVRWKDWWKH\NQRZWKHUH
is one adult that they can go to with concerns and they build up that 
UHODWLRQVKLS VR WKDW DW OHDVW WKH\ NQRZ WKHUH¶V RQH SHUVRQ WKHUH WKDW
WKH\FDQWDONWRDQGZRQ¶WEHMXGJHG\RXNQRZDQGLW¶VWKDWFRQILGHQFH
IRUWKHPLW¶VWKHLUVDIHW\QHW´SDUWLFLSDQW 
 
Participants also commented on their engagement with parents, the influence 
of positive parent-child relationships and how their role may also involve 
working with the parents or family to enhance their skills: 
 
³, WKLQN LW¶V HYHU\ SDUHQW ZLWK QR SDUHQWLQJ VNLOOV WR VWDUW ZLWh. Yeah 
FROOHFWLYH DJUHHPHQW«%HFDXVH LI WKH\ GRQ¶W H[SHULHQFH LW OLNH 
VDLG DW KRPH OLNH«7KH\¶UH QRW JHWWLQJ WKH VRFLDO VNLOOV WR GHYHORS
IULHQGVKLSV«´SDUWLFLSDQW 
 
³$QGDOVRSRVVLEO\GRLQJDURXQGWKHIDPLO\EHFDXVH\RXNQRZLWVQRW
necessaril\MXVWDWVFKRROZKHUHWKHSUREOHPVDUH´SDUWLFLSDQW 
 
,WDSSHDUVWKDWWKH7$V¶DVZHOODVDFNQRZOHGJLQJWKHVXSSRUWUROHWKH\KDYH
for pupils, have an awareness of the need for their support to reach out and 
be available to the parents and the home context. Comments made by TAs 
have already demonstrated an understanding as to what emotional well-being 
is and how it develops, these comments seem to acknowledge that the 
support they can provide as secondary to the need to support positive parent 
± child relationships. 
 
Characteristics of role 
 
This subtheme combined data coded to reflect differences between 
SDUWLFLSDQWV¶UROHVDQGYDULHGYLHZVDERXWWKHSUDFWLFDODVSHFWVRIWKHLUUROHV
Commenting on the role differences across age ranges, participants 
discussed characteristics of their practice in order to account for these 
differences: 
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³«ZKHQ WKH\ FRPH XS WR KLJK VFKRRO WKH\ PHHW VR PDQ\ GLIIHUHQW
LQGLYLGXDOVWKDWLQSULPDU\WKH\¶UHVRUWRIZUDSSHGXSLQFRWWRQZRROVR
you know, they have a TA in the class and they have a teacher and 
WKH\SUREDEO\VWD\LQWKDWFODVVIRUHYHU\OHVVRQ´SDUWLFLSDQW 
 
³,¶PTXLWHDZDUHWKDWZLWKWKHFKLOGUHQWKDW,ZRUNZLWKLQ\HDUVL[WKDW¶V
ZKDW WKH\¶UH JRLQJ XS WR VR , GR WU\ UHDOO\ KDUG WR JLYH WKHP WKDW
independenFHLQ\HDUVL[WRWU\LWIRUWKHPVHOYHV´SDUWLFLSDQW 
 
Discussion also focused on characteristics related to their practice, such as 
the importance of early intervention: 
 
³,W¶VHDVLHULQ3ULPDU\WKDQLWLVLQ6HFRQGDU\,WKLQN,PHDQWKH\WHQGWR
know LIWKHSUREOHPKDVQ¶WFKDQJHGE\WKHWLPHWKH\JHWWR\HDUWKHQ
its going to be really hard to change it but if you get it in year 3 then 
\RXFDQDFWXDOO\PDNHDGLIIHUHQFH´SDUWLFLSDQW 
 
And valuing the flexibility of their practice: 
 
³,WKLQNLWPDNHV\RXDELWPRUHFUHDWLYHGRHVQ¶WLW,WKLQNWKLVKDVPDGH
\RX NQRZ \RX¶YH WULHG WR WKLQN RI GRLQJ WKLQJV PRUH FUHDWLYHO\«´
(participant 4) 
 
These comments suggest that the type of targeted support TAs implement for 
an individual is not in reaction to an identified need. By means of early 
intervention the support TAs provided for pupils appears to be be planned and 
implemented with the awareness of how the environmental and context 
influences the development of emotional well-being of a child or young 
person.  
 
Training experiences 
During the focus group participants discussed their views on their training 
experiences. These comments considered not only their views on the recently 
completed ELSA training, its content, the benefits and additional training 
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needs, but also their views on prior training experiences they had 
encountered in their role. These comments were coded into the following 
subthemes: 
x Prior training 
x ELSA 
 
Prior training 
Whilst discussing previous training, participants commented on the value 
placed on this by others in their settings and made comparisons with how the 
ELSA training was delivered in terms of follow up support. 
 
³:H¶YHEHHQWROHDUQLQJPHQWRUWUDLQLQJWRJHWKHUTXLWHDORQJWLPHDJR
So some of that ties in with what we have GRQHEXWZHGLGQ¶WKDYHDQ\
IROORZXSRUVXSSRUWZLWKWKDWDWDOOGLGZH´SDUWLFLSDQW 
 
³1R 7KDW ZDV OLNH ULJKW \RX¶UH OHDUQLQJ PHQWRUV LQ VFKRRO RII \RX JR
DQG ,¶OO VHQG DQ\ERG\ ,¶YH JRW D SUREOHP ZLWK WR \RX JX\V DQG WKDW¶V
UHDOO\ZKDWLWZDVOLNH´ (participant 4) 
 
ELSA 
In addition there were comments made regarding the benefits of the ELSA 
training, its structure and its content: 
 
³, WKLQN IRU PH EHFDXVH ZH¶YH KDG LW LQ OLNH FKDSWHUV LWV EHHQ UHDOO\
XVHIXO IRUPHVRVSHFLILFDOO\VR LW¶V WDUJHWLQJ WKHFKLOG\RX¶UHZRUNLQJ
with, putting them into the anger management one, the social 
FRPPXQLFDWLRQ,NQRZ\RX¶YHJRWHGJHVRIWKHRWKHURQHVDURXQGEXW
IRUPHWKDW¶VEHHQTXLWHXVHIXO´SDUWLFLSDQW 
 
Participants also shared their views regarding additional needs following the 
ELSA training, in regards to the need for additional training and more time to 
reflect on and enhance new knowledge: 
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³, ZRXOG KDYH FHUWDLQO\ OLNHG WR KDYH VSHQW WLPH RQ HYHU\ RQH RI WKH
subjects and done some more practical work on what we were talking 
DERXWSRVVLEO\$QGRIFRXUVHWKHUH¶VEHHQZHHNVLWFRXOGGRWREH
perhaps over a longer period and spend more time on each erm 
session. I got a lot out of it but I think we could have gone a bit deeper 
LQWRLWDOO´SDUWLFLSDnt 1)  
 
It would appear that TAs hold most value in training that has a direct, explicit 
meaning for them as practitioners. Although prior training may have had 
benefit for them and the pupils they support, it seems as if they particularly 
valued the clear content, aims or practical guidance embedded in the ELSA 
training. 
 
Pre-existing knowledge of emotional well-being 
This theme was generated from coded data that reflected the participants 
existing, personal beliefs and knowledge about the concept of emotional well-
being and how it develops. This theme therefore encompasses the personal, 
pre-existing views of the participants. For example, how emotional well-being 
is developed: 
 
³:HOOWKH\OHDUQLWIURPDEDE\GRQ¶WWKH\LW¶VXVXDOO\IURPWKHPRWKHU
from WKHSDUHQWVIURPH\HFRQWDFW,WVFXGGOHV,GRQ¶WNQRZLW¶VPXPV
YRLFH«´SDUWLFLSDQW 
 
The factors that may influence its development: 
 
³&RPPXQLFDWLRQVNLOOVLIDFKLOGLVODFNLQJLQFRPPXQLFDWLRQVNLOOVWKH\
cant interact with their peers and erm tKDWFRXOGSUHVXPDEO\FDXVH«´
(participant 6) 
 
³$QG WKHUH¶V WKLQJV OLNH LI WKHUH¶V EHHQ DQ LOOQHVV LQ WKH IDPLO\ DQG
WKHUH¶VJDSV2UDEDQGRQPHQW LI WKH\¶UH ORRNHGDIWHUFKLOGUHQDEXVH´
(participant 7) 
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But also realistic expectations about what impact thH\ FDQ KDYH RQ SXSLOV¶
emotional well-being: 
 
³,WKLQNLWVDOVROHDUQLQJWKDW\RXFDQ¶WIL[HYHU\WKLQJ\RXNQRZ\RXFDQW
grab and wave a magic wand for things to go fantastically well to 
IRFXVLQJ RQ D VSHFLILF WKLQJ WKDW \RX FDQ PDNH D GLIIHUHQFH ZLWK´
(participant 6) 
 
$QGWKHLUDELOLW\WRKDYHDKROLVWLFXQGHUVWDQGLQJRIDSXSLOV¶QHHGV 
 
³,WKLQNZHJHWWRVHHWKHELJJHUSLFWXUHDVZHOOWHDFKHUVMXVWVHHWKLV
GLVUXSWLYH FKLOG ZKR¶V \RX NQRZ FDXVLQJ SUREOHPV LQ WKH FODVV
whereas we see that there are ZLGHULVVXHV7KHUH¶VDUHDVRQZK\WKH\
DUHEHKDYLQJLQWKDWZD\´SDUWLFLSDQW 
 
The data and comments that contributed to the development of this theme 
demonstrate the depth of TAs pre-existing knowledge and understanding of 
emotional well-being. The T$V¶ DSSHDU WR DFNQRZOHGJH WKDW HPRWLRQDO ZHOO-
EHLQJ LVQ¶WDGLVFUHHWZLWKLQ-child construct that develops in a linear fashion. 
But rather they appear to perceive it as a construct that is influenced from as 
early as birth. They further see its development being nurtured via many 
interacting factors, such as the emotional and social environment. It seems 
this knowledge and understanding is what differentiates ELSA TAs form their 
colleagues when it comes to understanding and responding to complex needs 
of pupils. 
 
Professional skills and knowledge 
This theme emerged from comments in the data coded to reflect what the 
participants valued the most following the ELSA training in terms of their 
development. These comments were coded into the following subthemes: 
x Professional development 
x Personal development 
x Practical tools to support role 
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Professional development 
 
This subtheme was a merger of two preliminary subthemes that took account 
of participant comments about gaining new knowledge from the ELSA training 
and their existing skills and knowledge being enhanced. After reflection it 
appeared that these groups of codes become more coherent when grouped 
together under a single subtheme. What emerged were comments from 
participants that indicated that whilst new knowledge was indeed valued, it 
also enhanced their existing skills, knowledge and practices. For example, 
one participant talked about an increased awareness of vulnerabilities of 
some pupils following the ELSA training: 
 
³'RQ¶W \RX WKLQNDVZHOO WKRXJK WKDW it opens your eyes to how many 
kids out there, there are with problems and that you could work sort of 
24 hours a day with the kids and just in your school and you still, you 
NQRZ\RX¶UHMXVWKLWWLQJWKHRQHVWKDWDUHFDXVLQJWKHWURXEOHDQGWKDW
are diVUXSWLQJVFKRROEXW WKHUH¶VSOHQW\RI WKHPWKDW WRGGOHDORQJDQG
WKH\MXVWVRUWRIFDUU\RQWKH\¶UHQRWSDUWLFXODUO\DQ\WURXEOHWRDQ\ERG\
EXWWKH\KDYHDQHHGDVZHOODQGLIWKHUH¶VMXVWRQHRI\RX\RXFDQ¶W´
(participant 8) 
 
Some participants commented on new knowledge enhancing existing skills 
and knowledge: 
 
³,WKLQNLW¶VVRUWRIHPEHGGHGVRPHRIWKHVNLOOVWKDWZHDOUHDG\KDGDQG
UHFRQILUPHGZKDWZHDOUHDG\NQRZ´SDUWLFLSDQW 
 
³, WKLQND UDQJHRI LVVXHV , VRUWRI IRFXVHGRQPHZRUNLQJ LQQXUWXre 
groups which is sort of what I am doing now but also anger 
management and low self-esteem they all contribute to the children 
ZKRDUHWKHUH LQWKHQXUWXUHJURXSDQG,¶YHQRWUHDOO\IRFXVHGRQWKDW
so yeah broadening your knowledge of what could be their issue, 
EHFDXVH LWVQRWDOZD\VH[SOLFLW LW FRXOGEH WKDW\RX¶UHPRUHDZDUHRI
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ZKHUH WKH\ EH RVWUDFL]HG E\ WKHLU IULHQGV VR \HDK PRUH NQRZOHGJH´
(participant 5) 
 
One participant presented the view that much of what their work is often 
instinctive and the ELSA training has validated what they already do: 
 
³$QG VRPHWLPHV VRPH RI WKH WKLQJV \RX¶UH GRLQJ DQ\ZD\ DUH IURP
instinct and its just the case of being able to seeing it and hearing 
DERXWLWDQGWKLQNLQJZHOO\HDKZKDW,¶PGRLQJLVULJKW«´SDUWLFLSDQW) 
 
Personal development 
As well as commenting on their professional development the participants 
also commented on their personal development following the ELSA training. 
7KHVH LQFOXGHG FRPPHQWV UHJDUGLQJ LQFUHDVHG DZDUHQHVV RI RQH¶V RZQ
limitations: 
 
³'RQ¶W \RX WKLQNDVZHOO WKRXJK WKDW LWRSHQV\RXUH\HV WRKRZPDQ\
kids out there, there are with problems and that you could work sort of 
24 hours a day with the kids and just in your school and you still, you 
know, you just hitting the ones that are causing WKHWURXEOH´SDUWLFLSDQW
8) 
 
³,¶PQRWYHU\JRRGDWSDSHUZRUN\RXNQRZZKDWIHHOVULJKWDQG\RXMXVW
GR LW DQG VRPHRQH HOVH JRHV µHYLGHQFH \RX NQRZ ZKDW KDYH \RX
GRQH¶DQG\RXWKLQNZHOO,GRQ¶WNQRZEXWKH¶VTXLWHKDSS\WKDW¶VWKHELW
I have found quite difficult so I need to be a bit more sort of controlled 
DERXWWKHSDSHUZRUNEXW,VWLOOGRQ¶WILQGLWHDV\´SDUWLFLSDQW 
 
And comments about increased confidence in their role. 
 
³,W¶VJLYHQPHPRUHFRQILGHQFHZLWKUHJDUGWRSODQQLQJ´3DUWLFLSDQW3) 
 
³,W¶V JLYHQ PH FRQILGHQFH DQ\ZD\ WR WKLQN DK ZHOO ,¶OO KDYH ORRN DW
WKLV«´SDUWLFLSDQW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Practical tools to support role 
 
Finally participants also commented on the value of having practical 
resources, tools and strategies to enhance their practice regarding 
assessment and intervention following the ELSA training: 
 
³,WKLQNMXVWKDYLQJDUDQJHRIUHVRXUFHVDQGWRROVWRXVHQRZLW¶VOLNH
\HDK,¶OOJLYHWKDWDJRDQGOLNH\RXVD\\RXPLJKWQRWDOZD\VKDYHWKH
answer and might not always be successful EXWDWOHDVWZH¶YHJRWLGHDV
QRZWRXVH´SDUWLFLSDQW 
 
³,WKLQNWKHDVVHVVPHQWWRROVKDYHEHHQJRRGEHFDXVH\RXFDQGRWKH
UHIHUUDO\RXFDQILQGRXWZKDWWKHLUSULPDU\QHHGDQGZKDWDUHD\RX¶UH
going to focus on first, if its two or three problem areaVWKH\¶YHJRW\RX
FDQIRFXVRQWKDWDUHDILUVWDQGWKHQ«´SDUWLFLSDQW 
 
³,W¶VJLYHQXVDORWPRUHWRROVWRXVHDQGWU\LQGLIIHUHQWVLWXDWLRQVZLWK
GLIIHUHQWFKLOGUHQ´SDUWLFLSDQW 
 
The comments that are presented across these three subthemes appear to 
show what it is TAs value most about the ELSA training and why. For 
example, whilst new knowledge had value, the training also appeared to 
affirm their current practices and give them confidence to appropriately plan 
and implement targeted interventions. The training may therefore be viewed 
as providing deeper meaning and supporting not only the professional but 
personal development of TAs compared with prior training experiences.  
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4.3.2. Thematic Analysis of Questionnaire Data 
 
Figure 4.8: Themes and subthemes identified during a thematic analysis 
of participant questionnaire data. 
 
Return rate of follow up questionnaire was 35% (5 of 14 participants). It is 
argued therefore that this was a valid and reliable method, as the return rate 
was above 30% suggested by Gilham (2007). Analysis of follow up participant 
questionnaire data generated several themes in relation to how they perceive 
their role and training in developing pupil emotional well-being 6 months after 
ELSA training (see figure 4.8). These include working with others, challenges 
to the role, development needs and professional knowledge and skills. Within 
these broad themes several subthemes were identified during the coding 
process that contributed to the overarching theme label and definition.  
 
Whilst a separate thematic analysis was undertaken for this data set the 
author recognizes that the codes and themes that emerged from analysis of 
the focus group data may have influenced the emergence of codes and 
themes identified in this analysis.  
 
Working with others 
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Participants commented on the increased frequency of support from pupils, 
colleagues and parents, and the benefit this had to their role in supporting 
pupil emotional well-being. These comments were coded and grouped under 
two subthemes: 
x Pupil participation 
x Support from others 
 
Pupil participation 
 
Some participants felt that through group interventions, individual pupils were 
able to enjoy themselves more and made more progress when their peers 
were involved: 
 
 ³7KH FKLOGUHQ HQMR\HG WKH DFWLYLWLHV HVSHFLDOO\ LQ WKH JURXS ZRUN´
(participant 1) 
 
³)ULHQGVKLSVRFLDO VNLOOV VHVVLRQV KDYH KDG DQ LPSDFW RQ WKH FKLOG LQ
case and he is much happier at school. (We played games with 
different children in order to open up avenues to play)´SDUWLFLSDQW 
 
Support from others 
 
The coded data was originally grouped to account for both parent participation 
and support from others. However on further reflection both initial subthemes 
seemed to reflect comments about support from others that included parents, 
colleagues and other professionals. For example, some participants felt that 
as a result of their training they were able to have more time to communicate 
with parents to discuss the needs of their child more effectively: 
 
 ³'LVFXVVLRQZLWKSDUHQWUHJDUGLQJWKHUDSHXWLFVWRU\´SDUWLFLSDQW 
 
When asked what supported their work with the pupil, one participant stated: 
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 ³6XSSRUWRIKHDGWHDFKHUSDUHQWDQGFODVVWHDFKHU´SDUWLFLSDQW 
 
³%XLOGLQJ D ZRUNLQJ  WUXVWLQJ UHODWLRQVKLS ZLWK 7' Dnd his family, 
IUHHGRPWRIROORZWKHVXSSRUWURXWHWKDWIHOWULJKW´SDUWLFLSDQW 
 
Comments from this theme and subtheme appear to suggest a potential shift 
in TAs perceptions with regard to pupil participation and support from 
colleagues. Whilst comments from the focus group data suggested that pupil 
participation was a potential challenge to their role, the comments presented 
here suggest that pupil participation added value to the support they provided. 
The same shift may be seen in the TA perceptions of parent and colleague 
support and involvement. The possible reason for this shift in perception could 
be linked to the personal and professional development gained from the ELSA 
training being embedded into and influencing their practice. 
 
Challenges to role 
 
Participants commented on various challenges they encountered in their role 
since completing the ELSA training. These comments were coded and 
organized into two subthemes: 
x Perceptions of others 
x Need for more time 
 
Perceptions of others 
 
Comments that referred to the perceptions of others included that due to a 
perceived lack of communication there was a need for information regarding 
the ELSA training to be made available to others in their settings: 
 
³,ZRXOGOLNHWRKDYHVHHQPRUHLQIRUPDWLRQJLYHQ to the staff within my 
VFKRROUHJDUGLQJWKHLPSRUWDQFHRIWKH(/6$´SDUWLFLSDQW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However, there was a contrasting view as one participant felt that other 
SHRSOH¶VDZDUHQHVVRIWKHLUUROHVXSSRUWHGUDWKHUWKDQFKDOOHQJHGWKHLUUROH 
 
³«WHDFKHUVDQGSDUents are able to approach me and raise concerns, 
worries about their children, seek advice and enable me to be aware of 
LQGLYLGXDOVZKRPD\QHHGVXSSRUW´SDUWLFLSDQW 
 
Participants also commented on the contrasting perceptions of others 
(colleagues and teaching staff) regarding the support needs of pupils: 
 
³7KHXQGHUVWDQGLQJDPRQJVWWHDFKLQJVWDIIWKDWDQHPRWLRQDOEDUULHUWR
learning is just that and needs lowering before a child will truly make 
progress with the curriculum. Difference between teaching and pastoral 
VXSSRUW´SDUWLFLSDQW 
 
Whilst the previous subthemes appear to reflect a positive shift in TA 
perceptions regarding working with others, challenges to their role remain. 
Although contradictory views are presented regarding TA perceptions of 
colleagues, this may be highlighting a lack of availability of information about 
ELSA and more generally about how to support emotional well-being. The 
implication being that the knowledge and understanding that is provided to 
TAs by ELSA training should perhaps be more widely distributed to others.  
 
Need for more time 
 
Participants commented that a challenge to their role was a need for more 
time to work with directly with pupils:  
 
³+DYLQJPRUHWLPHWRVSHQGZLWKWKHFKLOGUHQZRXOG¶YHEHHQEHQHILFLDO´
(participant 1) 
 
When asked what would help participants to support pupils even better, one 
participant stated: 
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 ³0RUHWLPH´SDUWLFLSDQW 
 
One participant commented on the limitations for supporting the emotional 
well-being of individuals or groups of pupils due to their deployment in other 
areas: 
 
³+DYLQJ PRUH WLPH WR ZRUN ZLWK LQGLYLGXDOV RU JURXSV 3UHVHQWO\ RQO\
DEOHWREHIUHHLQWKHDIWHUQRRQV´ 
 
It would appear that despite acknowledging the professional and personal 
development TAs received following ELSA training, the complex systems of 
the school and the time available still act as a significant barrier to their role. 
Whether this reflects the awareness of school leaders regarding the 
importance of the development of emotional well-being and TA deployment or 
simply the complexity and restrictions of the organization is unclear. 
 
Development needs 
 
Participants made several comments in relation to what they felt were their 
continuing development needs following the ELSA training. These comments 
were coded and grouped under two subthemes: 
x Support needs 
x Training needs 
 
Support needs 
 
In terms of support needs participants felt that they needed further support 
from their peers. When asked what would help participants to support the 
emotional well-being of pupils better one stated: 
 
 ³$QHWZRUNRIVXSSRUW´3DUWLFLSDQW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Another participant felt that this could be extended to include support form 
other professionals such as EPs in order to share ideas and receive additional 
training: 
 
 ³)XWXUHPHetings with the other ELSAs and educational psychologists 
ZRXOGEHYHU\KHOSIXO7RVKDUHLGHDVDQGSRVVLEO\KDYHVRPHPRUHWUDLQLQJ´
(participant 5) 
 
The need for additional support between professionals and colleagues was 
also referenced in regard to supporting the needs of pupils: 
 
³7KHVFKRROWDNLQJPRUHRIDUROHDQGFRQWLQXLQJZRUNLQEHWZHHQWKH
ZHHNO\VHVVLRQV´SDUWLFLSDQW 
 
Training needs 
 
Training needs of participants had been referred to already in relation to the 
additional support needs (see above). However a number of other participants 
had stated further training as being desirable to help them support the 
emotional well-being of pupils: 
 
 ³)XUWKHUWUDLQLQJLVDOZD\VZHOFRPH´SDUWLFLSDQW 
 
But often with regard to specific areas or topics relevant to their supporting 
role: 
 
³)XUWKHU WUDLQLQJ HVSHFLDOO\ RQ DWWDFKPHQW ZH KDYH VHYHUDO /$&
(looked after children) and have been offered training from social 
VHUYLFHVZKLFKZLOOEHYHU\KHOSIXOIRUDOOVWDII´SDUWLFLSDQW 
 
³7UDLQLQJ DURXQd CP (child protection) issues / bereavement / family 
EUHDNGRZQDQ[LHW\´SDUWLFLSDQW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It would appear that the views of participants have remained much the same 
since the initial focus group in terms of their perceived need for a support 
network witK RWKHU (/6$V ,QWHUHVWLQJO\ SDUWLFLSDQWV¶ YLHZV RI WKHLU VXSSRUW
needs expanded to include support from EPs. This is perhaps unsurprising as 
EPs often work closely with TAs as part of their practice, TAs may be 
reflecting on an increase in contact time with EPs following their training and 
the fact that they are recognised as having additional knowledge and skills in 
their setting. In addition, reference to colleagues taking on more of a 
supporting role in the work TAs are doing was made. These views suggest 
that TAs recognize the need for a holistic approach to effectively meet the 
needs of pupils, and suggest that they perceive support for emotional well-
being as being the responsibility of all adults in a school. 
 
Professional skills and knowledge 
 
As well as comments regarding their development needs participants also 
made reference to their development in terms of their existing and new 
professional skills and knowledge. These comments were coded and grouped 
into three subthemes: 
x Development since training 
x New knowledge and skills  
x Value of tools, programmes and strategies 
 
Development since training 
 
Originally labeled as deployment and flexibility of practice, this subtheme was 
UHQDPHGDVSDUWLFLSDQWV¶FRPPHQWVPDGHUHIHUHQFHWRZKLFKDVSHFWVRIWKHLU
role they had noticed had changed, for example, the flexibility of their practice: 
 
³0\VHVVLRQVYDU\ZHHNWRZHHNGHSHQGLQJRQWKHQHHGVRIWKHFKLOG,
have set up small group sessions to aid friendship / social skills. 1:1 
sessions on anger management aQGDQ[LHW\´SDUWLFLSDQW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The flexibility to support all pupils whom they encounter: 
 
 ³)UHHGRPWRIROORZWKHVXSSRUWURXWHWKDWIHOWULJKW´SDUWLFLSDQW 
 
³, FDQ XVH VNLOOV ZKHQHYHU ZRUNLQJ ZLWK FKLOGUHQ LQ FODVV HYHQ LI QRW
asked to work 1:1 with WKDWFKLOG´SDUWLFLSDQW 
 
And increased confidence in their abilities following the ELSA training: 
 
³7KH ZRUN , GLG RQ WKH (/6$ FRXUVH LW JDYH PH FRQILGHQFH DQG DQ
DFFHVVWRUHVRXUFHV´SDUWLFLSDQW 
 
New knowledge and skills 
 
As well as referencing the changes in terms of their deployment or personal 
development, participants also commented on the new knowledge gained 
from the ELSA training and how this enhanced their existing knowledge and 
skills: 
 
³5HLQIRUFHGWKDWVRPHRIWKHWKLQJV,ZDVGRLQJDOUeady were the right 
WKLQJVWRGR´SDUWLFLSDQW 
 
How their knowledge and skills have benefitted the others, skilling up 
colleagues by sharing new knowledge and skills: 
 
³:HKDYHQRZJLYHQDVHFRQGSHUVRQVRPHOHDUQLQJPHQWRUKRXUVWR
follow ELSA support. That person is currently applying for the next 
FRXUVH´SDUWLFLSDQW 
 
The benefit for their setting and the support they can provide: 
 
³,W KDVJLYHQVRPHNXGRV WR WKHGLIIHUHQW NLQGVRI VXSSRUWRXU VFKRRO
FDQJLYH´SDUWLFLSDQW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Value of tools, programmes and strategies 
 
Participants also made reference to several resources and tools they have 
used that have enhanced their role and the value of having these made 
available to them during the ELSA training: 
 
³7KH ZRUN , GLG RQ WKH (/6$ FRXUVH LW JDve me confidence and an 
DFFHVVWRUHVRXUFHV´SDUWLFLSDQW 
 
³7KHXVHRIVWUXFWXUHGSURJUDPPHVLH6RFLDO6NLOOVYROFDQRLQ
P\WXPP\´SDUWLFLSDQW 
 
³+DYLQJ D EDQN RI LQIRUPDWLRQ DQG UHVRXUFHV IURP WKH (/6$ FRXUVH
also being able to run the sHVVLRQVRQDZHHNO\EDVLV´SDUWLFLSDQW 
 
It would appear that TAs view the new knowledge and skills gained from 
ELSA training as benefitting all pupils, not just those identified as requiring 
targeted support. This suggests that setting leaders should be made aware of 
the potential additional benefits to the wider population of the school so that 
ELSA training may have as much value for the school as it appears to have 
for the TAs themselves. 
 
4.4. Summary of Results 
Quantitative data was collected to address the following research question: 
Does the ELSA project have a measurable impact on pupil and TA 
perceptions of emotional well-being? 
 
Visual and descriptive analysis of the quantitative data suggests that whilst 
TAs within the experimental group perceived a change in the desired direction 
in pupils overall emotional literacy from pre to post-test, the control group TA 
actually perceived a reduction in the majority of pupils overall emotional 
literacy scores. However this was not reflected in the pupil self-perceptions of 
emotional literacy as participants in both groups made gains in their overall 
ELC scores. 
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Visual and descriptive analysis of the TA SDQ Total Difficulties scores of both 
groups suggests that there were perceived changes in the desired direction 
for the majority of pupil participants. 
 
The perceived changes made in the experimental group scores appear to 
have been greater than those observed in the control group. This is 
unsurprising as pupils in the experimental group were identified as requiring 
additional ELSA based support and may have had greater difficulties in these 
areas. 
 
Qualitative data was gathered to address the following research question: 
 
How does the ELSA project impact TAs perceptions of the emotional 
well-being of pupils, their role and training in supporting the 
development of pupil emotional well-being? 
 
Separate thematic analyses on participant focus group and survey data 
generated several themes that provide information about how recently trained 
ELSAs perceive their role and training in supporting the development of pupil 
emotional well-being. During the focus group participants discussed several of 
the challenges they faced in regards to their role and the support they provide 
pupils with complex needs. Knowledge and understanding of their role, 
including its purpose and characteristics and how they work with others to 
support pupils was also a theme generated from the discussion. Participants 
also commented on their training experiences revealing feelings that prior 
experiences were not valued as much the ELSA training received. 
Participants also reflected on their own personal views regarding the concept 
of emotional well-being and its development, making reference to how this 
underpins their role. And finally participants discussed their professional skills 
and knowledge development following the ELSA training, particularly how 
these support their role. 
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A subsequent thematic analysis of a follow up survey sent to the same 
participants generated interesting themes regarding how they perceived their 
role and training in supporting pupil emotional well-being months on. Working 
with others, encompassing pupil participation and support from others 
revealed how participants felt supported in their role. Challenges to their role 
were also identified by participants particularly in relation to the perceptions of 
others and the need for more time to engage with pupils. Participants also 
indicated several development needs particularly the need for additional 
training in certain areas related to their role, but also the need for peer 
support. Finally professional knowledge and skills were also identified as a 
theme based upon participants responses regarding their perceived 
development since the ELSA training, the application of new knowledge and 
skills and the value of having resources and tools to support their role in 
developing pupil emotional well-being. 
 
These findings, analyses and the links between them will be discussed in 
relation to the literature presented earlier and the implications for educational 
psychologists will be considered in the next chapter. 
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Chapter 5: Discussion 
5.1. Introduction 
This chapter seeks to answer the research questions and provide a 
discussion of the findings in relation to the literature reviewed in chapters 2 
and 3. Where the results have yielded unexpected or interesting findings 
these shall be discussed. The strengths and limitations of this study will be 
presented as well as any implications these may have on the conclusions 
drawn. The author will also critically reflect on the methodology and give 
consideration to alternative methods and questions that may inform further 
research in the field. Finally, implications for professional practice will be 
considered which may be able to assist the future implementation of ELSA. 
 
5.2. Research findings 
Through modular input the ELSA project aims to provide TAs with background 
psychological theory and practical guidance to meet the emotional needs of 
pupils in the context of a school (Burton, 2008). The findings presented in this 
study are of an exploratory mixed methods evaluation of an ELSA project 
delivered to a cohort of TAs in a district of a large county council. Both 
quantitative and qualitative data collection methods were used to explore, 
firstly if the ELSA project had a measurable impact on pupil emotional well-
EHLQJDQGVHFRQGO\SDUWLFLSDQWV¶SHUFHSWLRQVUHJDUGLQJWKHLUUROHDQGWUDLQLQJ
in support of pupil emotional well-being. The research questions will be 
addressed in the following sections, followed by a discussion of their 
implications and links to the literature presented in chapters 2 and 3. 
 
5.2.1. Research question 1 
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Does the ELSA project have a measurable impact on pupil and TA 
perceptions of emotional well-being? 
 
In the context of this study emotional well-being was measured using a 
combination of the ELC (pupil and teacher checklists; Faupel, 2003) and the 
SDQ (teacher checklist; Goodman, 1997). The decision to analyze and 
present descriptive statistics for the pre and post-test quantitative data was 
made due to the low sample size and resulting implication this then had on 
the nature of statistical analyses that could be made. Therefore the 
quantitative data in this study must be considered exploratory. 
 
Pre-test to post-test changes observed in the experimental group were in the 
desired direction. These were for TA ELC overall score and SDQ Total 
'LIILFXOWLHV 7KLV VXJJHVWV WKDW 7$V SHUFHSWLRQV RI SXSLOV¶ HPRWLRQDO OLWHUDF\
and behavioural adjustment increased, an improvement, following 
implementation of ELSA based programmes. Interestingly pre-test to post-test 
changes observed in the control group showed a reduction in the TAs 
perception of pupil emotional literacy scores. The only positive score 
difference from pre-test to post-test was found in the TA SDQ Total difficulties. 
7KHVH ILQGLQJV VXJJHVW WKDW FRQWURO JURXS 7$V SHUFHSWLRQV RI SXSLOV¶
emotional literacy had reduced or remained the same following a period of 
intervention, whilst perceptions of behavioural adjustment (TA SDQ Total 
difficulties) appeared to have improved. However these differences in scores 
from pre to post-test were small. Because of limitations with the small sample 
size several assumptions of the data were not met (normality of the data) 
meaning that statistical comparisons could not be made between groups, 
such as would be used by an analysis of variance (ANOVA) used in 
parametric tests. The limitations created by the small sample size will be 
discussed further in section 5.3. 
 
Although inferential analyses could not be conducted on the quantitative data 
the findings share some similarities with previous ELSA evaluations that have 
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used pre and post-WHVW TXDQWLWDWLYH PHDVXUHV 0DQQ 	 5XVVHOO¶V 
evaluation used pre and post-test ELC data from 30 ELSAs on 170 children 
and found only teacher rated ELC data to have made statistically significant 
difference at post-test. Suggesting that only the teachers were able to identify 
DPHDVXUDEOH LPSURYHPHQW LQSXSLOV¶HPRWLRQDO OLWHUDF\+Rwever the lack of 
control group for comparison limits the extent to which claims can be made 
UHJDUGLQJ WKH LPSDFW RI (/6$ LQ WKHLU VWXG\ )XUWKHUPRUH 0XUUD\¶V 
HYDOXDWLRQVXJJHVWVWKDW(/6$VKDGDVLJQLILFDQWLPSDFWRQSXSLOV¶HPRWLRQDO
literacy scores (as measured by the ELC ± teacher) compared to no 
significant improvements made by the comparison groups. However this 
study, like the present study, had a very low sample size and unmatched 
groups therefore limiting the extent to which these findings confidently 
demonstrate an impact or can be generalised to other contexts. Moreover, 
%XUWRQ 2VERUQH DQG 1RUJDWH¶V  VWXG\ XWLOL]HG D TXDVL-experimental 
design, matching participants across groups strengthening the generalisability 
of their findings. Their results indicated that all but two of the dependant 
variables (SDQ ± emotional symptoms and SDQ ± pro-social behaviour) 
made significant improvements at post-test, whereas the control group 
remained stable. This study attempted to build on the findings of Burton, 
2VERUQH DQG 1RUJDWH¶V  UHVHDUFK E\ KDYLQJ DQ H[SHULPHQWDO DQG
control group. However due to the constraints of conducting research in 
applied settings it was not possible to recruit a sample of sufficient size to 
allow comparison. Although improvements were made on the TA 
experimental group dependant variables, it was not possible to compare these 
with the control group. As such it may not possible to confidently accept the 
experimental hypothesis that ELSA had an impact on TA perceptions on the 
emotional well-being of pupils. 
 
The discussion will now turn to the findings from the pupil data. A small 
change was recorded in the desired direction suggesting pupils perceived an 
improvement in their overall emotional literacy score following an ELSA based 
intervention, Similarly, changes were recorded for all but one of the control 
JURXS SXSLO¶V (/& GDWD IURPSUH WRSRVW-test. These findings are interesting 
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particularly in the case of the comparison group, as although several of the TA 
ELC scores reduced from pre to post-test, the pupil ELC overall scores 
improved or remained unchanged. It might have been expected that pupil 
scores would increase or decline in much the same way the TA scores did. 
Similarities can be found again in earlier ELSA evaluations. For example, 
ZKLOVW 0DQQ 	 5XVVHOO¶V  VWXG\ DOVR GHPRQVWUDWHG LPSURYHPHQWV LQ
pupil self reports, but these differences were not statistically significant too. 
Whereas, Burton, Osborne & Norgate (2010) reported no significant changes 
on pupil rated ELC at post-test for either group. It may be that the changes, or 
lack there of, found in the present and previous studies may be as a result of 
pupils rating themselves highly on things they perceived as positive at pre-
test. Alternatively pupils may, as a result of the ELSA based intervention 
lacked the awareness of their difficulties at the beginning but became more 
realistic about their difficulties at post-test. Whatever the reason, due to the 
limitations in the sample size and lack of comparative analyses it is not be 
possible to accept the experimental hypothesis that ELSA has significant 
LPSDFW RQ SXSLO¶V VHOI-perceptions (as measured by the ELC) of emotional 
well-being.  
 
Despite differences being found in experimental group scores from pre to 
post-test, it is not possible to make comparisons across groups due to 
limitations of the data. The findings indicate that there have been positive 
effects in the experimental group on pre to post-test scores, whereas the 
control group appear to have a reduction pupil emotional well-being, at least 
from the perspective of the TA informants. There are several possible 
interpretations of this finding. For example, TAs may have based their 
responses on what is evident in school, whereas pupils may have based their 
responses on both the school and home contexts. Additionally, the 
interventions and programmes delivered by TAs may only have an impact 
within the school context and may not generalize to other contexts such as 
the home. Furthermore, there is a possibility that the TAs themselves may 
have been more aware of what the ELSA based programmes were designed 
to achieve. Time may also have been an issue. Although speculative, pupils 
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may have needed longer to become aware of, and recognize, a change in 
their behaviours. Of course this is speculative and does not confirm the 
efficacy of ELSA, further research would be needed to determine the 
effectiveness of ELSA. 
In the context of this research, emotional well-being is viewed as an 
overarching construct that refers not only to the social and emotional 
FRPSHWHQFLHV WKDW FRQWULEXWH WR RQH¶V HPRWLRQDO OLWHUDF\ EXW DOVR WKH
psychological and social well-being discussed by Adi et al (2007). However, 
as discussed in chapter 2, these constructs have long been subject to scrutiny 
for their complexity and the interchangeability amongst commentators (Weare 
& Gray, 2002). The evolution of emotional literacy in the UK context appears 
to have evolved from being considered as a subset of personal and social 
intelligence (Gardner, 1983) to a less fixed abilities based model, such as 
*ROHPDQ¶V  PL[HG PRGHO RI HPRWLRQDO FRPSHWHQFHV &RPPHQWDWRUV
have criticized the broad nature of these models, claiming that they have little 
conceptual meaning and that an accurate scientific construct is unobtainable 
(Zeidner, Roberts & Matthews, 2004). The issues highlighted by Wigelsworth, 
Humphrey, Kalambouka & Lendrum (2010) may have particular relevance to 
this study, in that the conceptual differences make it difficult for researchers to 
measure and assess such constructs. Although this study utilized measures 
that are commonly used in evaluative research (SDQ ± Goodman, 1997 & 
ELC ± Faupel, 2003), the constructs they have been designed to measure 
may still be considered as broad, highlighting the question of their predictive 
validity (Mayer, Salovey & Caruso, 2000 & Weare, 2004). Despite this, the 
GHYHORSPHQWRISXSLOV¶VRFLDOHPRWLRQDOVNLOOVDQGEHKDYLRXUDUHFRQVLGHUHG
critical to the development of a healthy school (DfES, 2004) and these 
measures are often used in educational and mental health research. 
 
The results of this study may also reflect a difficulty in the assessment of the 
intervention. ELSA provides psychological theory and practical strategies to 
support the emotional well-being of pupils via TA led interventions, the issue 
highlighted here is that a variety of specific programmes are considered in the 
modular input of ELSA (see table 3.2). Prior research, illustrated in the 
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systematic review (Chapter 2) demonstrates the effectiveness of individual 
programmes to support the specific social, emotional and behavioural skills of 
SXSLOV VXFK DV µ&LUFOH RI IULHQGV¶ DQG 6($/ IRU H[DPSOH )UHGHULFNVRQ
:DUUHQ 	 7XUQHU  HYDOXDWHG D µ&LUFOH RI )ULHQGV¶ *UD\ 
iQWHUYHQWLRQDJDLQVWWKHLQWHQGHGEHQHILWRIWDUJHWSXSLO¶VVRFLDO LQFOXVLRQDQG
found there to be little direct impact. Similarly, Kalambouka et al. (2010) 
evaluating a SEAL based intervention against the social and emotional skills 
(measured by the ELC) and behavioural adjustment (measured by the SDQ) 
found no statistically significant findings to demonstrate the efficacy of the 
approach. However, experimental group staff self-reports suggested the 
intervention had a positive impact, albeit with a small effect size, on the social 
emotional skills of pupils selected for extra support, specifically a reduction in 
behavioural difficulties. In the context of this study, it may be that the 
individual programmes / interventions used with pupils in both groups may 
have varying benefits and the measures used to evaluate their impact may 
not be sensitive enough to identify any changes made. It is therefore not be 
possible to confidently conclude whether ELSA had a measurable impact on 
pupil emotional well-being or not in this research. 
 
5.2.2. Research question 2 
This section will consider qualitative data gathered via a focus group 
conducted with recently trained ELSAs and follow-up survey data of the same 
sample after 6 months, to answer the research question: 
How does the ELSA project impact on TAs perceptions of the 
emotional well-being of pupils, and their role and training in supporting 
the development of pupil emotional well-being? 
 
The decision to gather qualitative data from the same sample at two time 
points was to allow for a comparison of themes identified from separate 
thematic analyses. This, it was hoped, would provide further insight into 
SDUWLFLSDQWV¶SHUFHSWLRQV IROORZLQJ WUDLQLQJDQGDIWHUDSHULRGRI WLPH LQ UROH
whereby any new knowledge and skills acquired could have been 
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implemented. Whilst the purpose of this stage of the study is not to investigate 
D K\SRWKHVL]HG FKDQJH LQ SDUWLFLSDQWV¶ YLHZV DWWHQWLRQ LV JLYHQ WR DQ\
differences or areas of convergence (for full data set see data disc appendix 
10). 
 
Figures 4.2 and 4.3 in chapter 4 illustrate the individual thematic maps from 
focus group and questionnaire data respectively. What follows is a discussion 
RI SDUWLFLSDQWV¶ SHUFHSWLRQV UHJDUGLQJ WKHLU UROH DQG WUDLQLQJ7KHGLVFXVVLRQ
identifies points of convergence, contradiction and difference from both 
analyses and the links with the literature presented in chapter 2. Every effort 
was made to ensure that points of convergence were not a result of one 
analysis influencing the other, for example, by adopting the procedure 
recommended by Braun & Clarke (2006). 
 
Time and Need for more time 
A subtheme that emerged from both analyses was in regard to the need for 
more time. Participants discussed the challenges faced in their day-to-day 
role such as being restricted by time particularly when there is an expectation 
DQGSUHVVXUHWRSURYLGHLPPHGLDWHVXSSRUW IRUSXSLOV¶UDWKHUWKDQXVLQJWLPH
to plan effectively to meet the often complex needs of pupils they typically 
work with.  
³,WVWLPHIDFWRUVDVZHOOLVQ¶WLWWLPHDOZD\VSOD\VDELJWKLQJRQWKHMRE
\RXUYHU\FRQVFLRXVRIWKHWLPHWKDW\RX¶YHJRW\RXGRQ¶WZDQWWRVSHQG
DOO WKDW WLPHSODQQLQJZKHQ\RXFRXOGEHGRLQJ´ SDUWLFLSDQW IRFXV
group) 
 
This feeling was also present at follow-up, with some participants still 
expressing the need for more time to work with pupils as their deployment had 
not changed following completion of the ELSA training. Literature presented in 
chapter 2 illustrates that the role of TAs is both broad as well as complex, with 
TAs perceiving their role as predominantly being to offer general support for 
all pupils and support for specific groups, such as those with SEN less so 
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(Russell et al, 2005). Additionally research had suggested that schools felt the 
most successful interventions TAs were used for involved 1:1 and small group 
support for pupils with SEBD (Groom & Rose, 2005). The literature highlights 
the complex issues faced by settings when providing support for pupils 
identified as vulnerable or having SEN. ParticipanWV¶ YLHZV LQ WKH SUHVHQW
study may reflect the challenges faced by TAs who are often expected to work 
at the pupil, teacher, curriculum and school level (DfES, 2000). Findings from 
a previous survey of recently trained ELSAs also identified the need for more 
time, not only to deliver but also to plan ELSA based sessions (Bravery & 
Harris, 2009).  
 
Pupil involvement and pupil participation 
,QWHUHVWLQJO\ D VLPLODU VXEWKHPH ODEHO RI µSXSLO LQYROYHPHQW¶ DQG µSXSLO
SDUWLFLSDWLRQ¶ HPHUJLQJ IURP ERWK VHWV RI GDWD highlighted a contradiction 
DPRQJVW VRPH SDUWLFLSDQWV¶ YLHZV )RU H[DPSOH GXULQJ WKH IRFXV JURXS
participants discussed the challenges faced when working with pupils such as 
DFNQRZOHGJLQJ SXSLOV YLHZV GHYHORSLQJ SXSLO¶V UHFRJQLWLRQ RI WKH QHHG WR
change DQG WKH LQIOXHQFH RI SHHUV RQ WKH SXSLO¶V SHUFHLYHG VHQVH RI VHOI
:KHUHDVWKHTXHVWLRQQDLUHGDWDVXJJHVWVWKDWSDUWLFLSDQWV¶YLHZVUHIOHFWHGD
more positive view that target pupils were able to make progress when 
involving peers in the support work.  
 
This apparent contradiction may reflect the complex and broad spectrum of 
WKH 7$ UROH UDQJLQJ IURP µJHQHUDO GRJVERG\¶ WR µVSHFLDOLVW¶ LGHQWLILHG E\
Balshaw & Farrell (2002) and Kerry (2005, p377). With such a broad spectrum 
of potential duties commentators suggest the role of the TA may require a 
higher level of preparedness with regard to expectations made when working 
at the pupil level (Webster et al, 2010). In terms of pupil involvement ELSAs 
may need greater preparedness regarding how to manage the various 
challenges and positive aspects they encounter in their role. 
 
Perceptions of others 
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$QRWKHUFRQYHUJHQWWKHPHZDVWREHIRXQGLQWKHµSHUFHSWLRQVRIRWKHUV¶IURP
both focus group and questionnaire data analysis. Both of these subthemes 
appear to reflect a challenge expressed by ELSAs regarding the unrealistic 
expectations for their role or pupil outcomes and a lack of support from 
colleagues or more senior leaders. For example: 
 ³, WKLQNDOVR >LW¶V@KDUGZKHQSHRSOH WKLQN WKDW\RX¶UH WKHVSHFLDOLVW LQ 
WKDWDUHD µVR ,¶OOEHDEOH WRFRPHWR\RXDQG\RX¶OO IL[ WKDWFKLOGDQG,
GRQ¶WQHHGWRZRUU\DERXWWKDWFKLOGDQ\PRUH¶DQG\RXFDQ¶WWDNHWKDW
on your shoulders can you. You need to be able to share that with 
other people and you need to be able to think and work as a team and 
µZHFDQGRLWWRJHWKHU¶QRWMXVWWDNLQJLWDOORQP\VHOIEHFDXVH,FDQ¶WGR
WKLV´SDUWLFLSDQW± focus group) 
 
This contrasts with the findings of previous studies regarding the impact of TA 
support for pupils with SEBD. Groom & Rose (2005) gathered responses from 
line managers and found there to be several criteria by which they determine 
the effectiveness of TA deployment in relation to support for pupils with 
SEBD. These criteria included pupils meeting targets, reduced periods of 
exclusion and the amount of 1:1 support needed (Groom & Rose, 2005).  
 
,Q FRQWUDVW RQH SDUWLFLSDQW¶V UHVSRQVH LOOXVWUDWHV WKDW RWKHUV¶ DZDUHQHVV RI
their role supported rather than challenged it: 
 ³«WHDFKHUVDQGSDUHQWVDUHDEOHWRDSSURDFKPHDQGUDise concerns, 
worries about their children, seek advice and enable me to be aware of 
LQGLYLGXDOVZKRPD\QHHGVXSSRUW´SDUWLFLSDQW- questionnaire data) 
 
Comments such as these reflect similar findings from an ELSA evaluation by 
Bravery & Harris (2009) who found that one of the key features that would 
enhance the likelihood of effective ELSA work was recognition and 
understanding of their role by staff, parents and the children, this is consistent 
with an implication highlighted from analysis of the questionnaire data in this 
study (see Chapter 4, page 127-8).   
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Support and Support needs 
These subthemes reflect convergent ideas regarding the support needs of 
TAs highlighted by participants at both time points. During the focus group 
SDUWLFLSDQWV¶ FRPPHQts seemed to reflect the need for closer peer support 
following the ELSA training, giving them opportunity to network and share 
JRRG SUDFWLFH 7KLV ZDV SHUKDSV DQ LQGLFDWLRQ WKDW 7$V¶ UHFRJQL]H WKDW
support for pupil and their own emotional well-being was the responsibility of 
all adults in a school. Although not dissimilar, comments from the 
questionnaire data enhanced these ideas by including the need for support 
from other colleagues and professionals, such as the EP. These themes add 
to findings illustrated by Bravery & Harris (2009) who suggested that recently 
trained ELSA viewed access to external support from professionals, such as 
EPs or specialist advisory teachers, as enhancing the likelihood of effective 
ELSA work. Findings from this evaluation also suggested the value found in 
attendance at ELSA regional network meetings that are held each term 
(Bravery & Harris, 2009), although no such regional network exists in the local 
authority in which this study took place, the comments made by the 
participants seem to suggest a need for some form of networking 
opportunities within this context. 
 
Working with others  
The emergence of this theme at both time points reflects the discussions and 
comments made by participants in relation to their role when working with 
others, such as parents/carers and pupils. During the focus group participants 
discussed how the TAs supported pupils and their parents by facilitating 
positive parent child-relationships and how this was a key factor in developing 
pupil emotional well-EHLQJ $V VXFK µZRUNLQJ ZLWK RWKHUV¶ HPHUJHG DV D
VXEWKHPH ZLWKLQ WKH ZLGHU WKHPH RI µ5ROH¶ :KHUHDV 7$ UHVSRQVHV LQ WKH
TXHVWLRQQDLUH OHGWRWKHJHQHUDWLRQRIDQRYHUDUFKLQJWKHPHRI µZRUNLQJZLWK
RWKHUV¶ZKLFKHQFDSVXODWHGERWKSXSLOSDUWLFLSDWLRn and support from others. 
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7KH WKHPHV DQG VXEWKHPHV RI µVXSSRUW¶ µVXSSRUW QHHGV¶ DQG µZRUNLQJ ZLWK
RWKHUV¶ LOOXVWUDWHWKH7$V¶SHUFHSWLRQWKDW WKHGHYHORSPHQWRISXSLOHPRWLRQDO
well-being involves the collaboration, communication and support of all adults 
in and out of school. 
 
Whilst there have been no other ELSA evaluations that have explored the 
ELSAs perceptions or the views of parents and/or pupils directly. Bravery & 
Harris (2009) cite individual quotes from head teachers, made by parents as a 
result of the ELSA support their child received, that suggested a positive 
impact on pupil emotional well-being, academic achievement, behaviour and 
DWWHQGDQFH7KHWKHPHVµ:RUNLQJZLWKRWKHUV¶LQWKLVVWXG\RIIHUVQHZLQVLJKW
into how ELSAs themselves perceive the increased frequency of working with 
other people in their role and the benefit this may have for pupils. 
 
Training experiences and Training needs 
7KHVHWKHPHVUHIOHFWDFRQYHUJHQFHRI(/6$V¶YLHZVDERXWWKHH[SOLFLWYDOXH
the ELSA training had for them as practitioners. TA participants also appeared 
to hold the view that additional training would be needed, whether this was to 
fill gaps in their knowledge regarding a particular topic: 
³7UDLQLQJ DURXQG &3 (child protection) issues / bereavement / family 
EUHDNGRZQDQ[LHW\´SDUWLFLSDQW± questionnaire data) 
 
Or to extend the training they already received: 
³, ZRXOG KDYH FHUWDLQO\ OLNHG WR KDYH VSHQW WLPH RQ HYHU\ RQH RI WKH
subjects and done some more practical work on what we were talking 
about possLEO\$QGRIFRXUVHWKHUH¶VEHHQZHHNVLWFRXOGGRWREH
perhaps over a longer period and spend more time on each erm 
session. I got a lot out of it but I think we could have gone a bit deeper 
LQWRLWDOO´SDUWLFLSDQW± focus group)  
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Training needs, such as those described by participants above, reflect the 
VXSSOHPHQWDU\ ILQGLQJV RI %UDYHU\ 	 +DUULV¶V  HYDOXDWLRQ VSHFLILFDOO\
the need for further training on particular topic areas. Whilst the literature 
recognizes the need for effective training of TAs to contribute to career 
progression (Groom, 2006), case study findings suggested that often school 
leaders felt that formal training was not a priority for their staff or setting 
(Blatchford et al, 2009). A lack of value placed on formal training by school 
leaders (Blatchford et al, 2009) may provide a partial explanation of why some 
participants had a negative view of their training opportunities. Interestingly 
the literature also highlights the need for TA training to take account of the 
needs of the school, the pupils and TAs themselves (Moran & Abbott, 2002). 
In the context of this study, the question may be raised as to whether or not 
the ELSA training reflected the needs of the setting, pupils or TAs. The 
modular input may have been adjusted to meet the individual or collective 
needs of the ELSAs and the settings they represent. 
 
Barriers to effective TA training have been associated with time (releasing 
TAs) and funding implications (DfE, 2010). However what is considered as 
central to the success of professional development of TAs is a collaborative 
school culture built on partnerships, sharing good practice, peer support and 
mentoring (Groom, 2006). These are factors participants in this study appear 
to perceive they may have been without, particularly when examining the 
WKHPHV VXFK DV µSUHVVXUHV DQG FKDOOHQJHV RI UROH¶ DQG µVXSSRUW QHHGV¶ LQ
detail; for example: 
³, WKLQN DOVR KDUG ZKHQ SHRSOH WKLQN WKDW \RX¶UH WKH VSHFLDOLVW LQ WKDW
DUHDµVR,¶OOEHDEOHWRFRPHWR\RXDQG\RX¶OOIL[WKDWFKLOGDQG,GRQ¶W
QHHG WR ZRUU\ DERXW WKDW FKLOG DQ\PRUH¶ DQG \RX FDQ¶W WDNH WKDW RQ
your shoulders can you, you need to be able to share that with other 
SHRSOHDQG\RXQHHGWREHDEOHWRWKLQNDQGZRUNDVDWHDPDQGµZH
FDQGRLWWRJHWKHU¶QRWMXVWWDNLQJLWDOORQP\VHOIEHFDXVH,FDQ¶WGRWKLV´
(focus group participant 4) 
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Professional skills and knowledge  
Professional skill and knowledge emerged as a theme from both focus group 
DQGTXHVWLRQQDLUHGDWD,QERWKFDVHVSDUWLFLSDQWV¶UHIOHFWHGZKDWWKH\valued 
most about the ELSA training was the impact it had on their professional 
development. For example, it was felt that new knowledge had value but also 
that the training had affirmed their current practices giving them confidence to 
plan and implement targeted interventions based on ELSA in the future. The 
theme appears to reflect outcomes that have been found in other research 
involving training delivered by EPs (see Hayes et al, 2011). For example, one 
participant talked about an increased awareness of pupil vulnerabilities 
following ELSA training, whilst others commented on how new knowledge 
enhanced their existing knowledge and skills (see section 2.4.5). These are 
DOVRUHIOHFWHGLQFRPPHQWVIRXQGLQ+D\HVHWDO¶VVWXG\RI7$WUDLQLQJ
on Video Interactive Guidance. TAs felt that the approach had a positive 
impact on their skills and confidence to support challenging pupils. 
 
Bravery & Harris (2009) present participant comments rating the quality of the 
ELSA training they had received, some of which refer to how the course 
materials / content has enhanced their practice. In the present study, 
SDUWLFLSDQWV¶ FRPPHQWV VXFK DV WKH RQH EHORZ LOOXVWUDWH WKLV YLHZ E\
suggesting the training they received had a positive impact on their 
professional development; 
³«WHDFKHUVDQGSDUHQWVDUHDEOHWRDSSURDFKPHDQGUDLVHFRQFHUQV
worries about their children, seek advice and enable me to be aware of 
LQGLYLGXDOVZKRPD\QHHGVXSSRUW´SDUWLFLSDQW± survey data) 
 
Purpose and Pre-existing knowledge of emotional well-being 
The themes purpose and pre-H[LVWLQJNQRZOHGJHUHIOHFWSDUWLFLSDQWV¶YLHZVRQ
the concept of emotional well-being and its development. However subtle 
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differences are to be found in the definition and context of the role from which 
these themes emerged. For example, some comments reflected differences in 
SDUWLFLSDQWV¶ SHUVSHFWLYHV DV WR WKH SXUSRVH RI WKHLU UROH LQ UHODWLRQ WR
developing pupil social and emotional skills and resilience. 
 
³:HJLYH WKHP WKH WRROV WRGHYHORS WKHLUVRFLDOVNLOOV´ (participant 1 ± 
focus group) 
 
³,¶PTXLWHDZDUHWKDWZLWKWKHFKLOGUHQWKDW,ZRUNZLWKLQ\HDUVL[WKDW¶V
ZKDW WKH\¶UH JRLQJ XS WR VR , GR WU\ UHDOO\ KDUG WR JLYH WKHP WKDW
independence in year six to try it for themselves, to try to fail, you know 
try IDLOLQJ DQG FRSH ZLWK IDLOLQJ VRPHWLPHV´ SDUWLFLSDQW  ± focus 
group) 
 
:KHUHDV RWKHU FRPPHQWV UHIOHFWHG (/6$¶V SHUVRQDO EHOLHIV DQG H[LVWLQJ
knowledge about the concept of emotional well-being and how it is developed 
and what factors influence its development: 
 
³:HOOWKH\OHDUQLWIURPDEDE\GRQ¶WWKH\LW¶VXVXDOO\IURPWKHPRWKHU
IURPWKHSDUHQWVIURPH\HFRQWDFW,WVFXGGOHV,GRQ¶WNQRZLWVPXPV
YRLFH«´SDUWLFLSDQW± focus group) 
 
(prompting question: Is there anything else that you think might hinder 
WKHGHYHORSPHQW"³$QGWKHUH¶VWKLQJVOLNHLIWKHUH¶VEHHQDQLOOQHVVLQ
WKH IDPLO\ DQG WKHUH¶V JDSV 2U DEDQGRQPHQW LI WKH\¶UH ORRNHG DIWHU
FKLOGUHQDEXVH´SDUWLFLSDQW± focus group) 
  
But also how their knowledge base may be different to that of other 
colleagues in their settings, giving them a different perspective of pupil needs: 
³,WKLQNZHJHWWRVHHWKHELJJHUSLFWXUHDVZHOOWHDFKHUVMXVWVHHWKLV
GLVUXSWLYH FKLOG ZKR¶V \RX NQRZ FDXVLQJ SUREOHPV LQ WKH FODVV
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whereas we see that theUHDUHZLGHULVVXHV7KHUH¶VDUHDVRQZK\WKH\
DUHEHKDYLQJLQWKDWZD\´SDUWLFLSDQW± focus group) 
 
Whilst these themes indicate a deeper knowledge and understanding of 
emotional well-being and how it is nurtured in participants than in non-ELSA 
trained colleagues, the differences and similarities amongst participant views 
may not be unexpected, given that the focus group was conducted following 
ELSA training. Whilst these comments may suggest the reinforcement of new 
and existing knowledge in ELSA trained TAs regarding the concept of 
emotional well-being and its development. It may also reflect a retention of 
knowledge and understanding gained from other government strategies that 
VWUHVV WKH LPSRUWDQFH RI GHYHORSLQJ SXSLOV¶ HPRWLRQDO ZHOO-being, such as 
ECM (DoH, 2003) and the introduction of SEAL (DfES, 2005). Unsurprising 
then, that within these themes participants referred to developing the social 
and emotional skills of pupils, as these skills and competences are central to 
*ROHPDQ¶V HPRWLRQDO intelligence domains, which are at the heart of 
SEAL. 
 
Several themes were also generated during analysis of focus group data that 
ZHUHQ¶WSUHVHQW LQ WKHTXHVWLRQQDLUHGDWDDQDO\VHV:KLOVW WKHVHGLIIHUHQFHV
GR QRW LQGLFDWH D FKDQJH LQ SDUWLFLSDQWV¶ SHUFHptions, they are of interest in 
WKLVVWXG\DV WKH\SURYLGH LQVLJKW LQWRSDUWLFLSDQWV¶YLHZVUHJDUGLQJ WKHLU UROH
and training in supporting the development of pupil emotional well-being. 
 
Evidence and outcomes 
This subtheme was located within the overarchiQJ WKHPH RI µFKDOOHQJHV WR
UROH¶DQGUHIHUVH[SOLFLWO\ WRWKHSHUFHSWLRQVRI(/6$VUHJDUGLQJWKHQHHGIRU
their work to produce evidence and demonstrate impact, on sometimes very 
complex needs, evidence for which is often provided anecdotally or through 
changes in the perceptions of others (such as teachers). Research into TA 
LPSDFWGHPRQVWUDWHVWKDWRI7$V¶DUHHPSOR\HGWRVXSSRUWMXVWRQHSXSLO
with a statement of SEN and this may predominantly be a teaching role 
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(Russell et al, 2005). In such circumstances the impact of TA support may be 
more easily evaluated based on learning outcomes. Findings from research 
into TA deployment and impact suggested that should TA deployment move 
away from allocation to individual pupils with SEN, there would need to be a 
focus on their preparedness with regard to expectations and requirements of 
the school, class teacher and pupil needs (Webster et al, 2010). On the other 
hand research into TA effectiveness with pupils SEBD proposed several 
success criteria (see section 2.3.5) by which TA performance with this group 
of pupils is determined, none of which were directly related to academic 
outcomes (Groom and Rose, 2005).  
 
Characteristics of role 
7KH µFKDUDFWHULVWLFV RI UROH¶ VXEWKHPH HPHUJHG IURP GLVFXVVLRQV EHWZHHQ
participants regarding differences in the variety, breadth and challenge of the 
TA role when supporting pupils with complex needs. These discussions 
typically referred to the perceived differences in the support needs of pupils in 
primary and secondary school. But also the perceived importance placed on 
early intervention, an awareness of environmental influences and the ability to 
respond to these flexibly to meet the needs of vulnerable pupils. These 
SHUFHLYHG YDULDQFHV LQ WKH SDUWLFLSDQWV¶ UROHV DUH UHIOHFWed in discussions in 
the literature around the scope of the TA role and future implications for 
training (Balshaw & Farrell, 2002 & Kerry, 2005). These convergent views 
may be indicative of an ongoing debate regarding what defines the role of the 
TA, particularly in regard to supporting pupils with complex needs. 
 
Personal development 
The final subtheme refers to the discussions and comments made by 
participants during the focus group regarding their personal development 
following the ELSA training. Comments included an increased awareness with 
regard to their own limitations but also an increased confidence with which to 
approach their role and apply new skills and knowledge. These findings are 
reflective of comments made by TAs following ELSA training in Bravery & 
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+DUULV¶VHYDOXDWLRQSDUWLFXODUO\LQUHJDUGWRWKH7$VSHUFHLYHGQHHGIRU
recognition from colleagues and the development of their own identity within 
their settings. Similarly, research presented in the literature also suggests that 
TAs not only valued the training that they received but also recognized the 
influence it can have on pupils with whom they work (DfE, 2010). One of the 
outcomes of EP led training of TAs in the use of video interactive guidance 
was a positive impact on TA confidence to implement new practices as well 
as increasing their professional knowledge and skills (Hayes, Richardson, 
Hindle & Grayson, 2011).  
 
In summary various points of convergence and even some points of 
difference were noted from a comparison of the thematic analyses. These 
appear to cover several important areas in relation to the research question. 
Firstly, ELSAs appear to have consistent views in relation to different aspects 
of their role particularly around their support or training needs, and the 
challenges and benefits faced when working with others such as teachers, 
parents/carers or pupils. Secondly participants shared interesting and similar 
views regarding the personal and professional developments they had made 
in their role following the ELSA training. This suggests that the ELSA training 
may have created deeper meaning and understanding, which may have a 
longer-term value for the participants, at least in the time between the focus 
group immediately after training and questionnaire some time later. Further 
longitudinal research would be needed to explore whether these views are 
sustained over a longer period of time. Furthermore, whilst it may not be 
SRVVLEOH WR DVFHUWDLQ LI SDUWLFLSDQWV¶ NQRZOHGJH DQG XQGHUVWDQGLQJ RI WKH
concept of emotional well-being had changed over the course or as a result of 
WKH (/6$ WUDLQLQJ 7KH WKHPH DQG VXEWKHPH RI µSUH-existing knowledge of 
emotional well-EHLQJ¶DQG µSXUSRVH¶DSSHDUV WR UHIOHFW WKH(/6$¶V LQFUHDVHG
awareness and understanding of what supports the dHYHORSPHQW RI SXSLOV¶
VRFLDOHPRWLRQDOFRPSHWHQFHVDQGEHKDYLRXUDOVNLOOV(/6$¶VXQGHUVWDQGLQJ
and awareness of these constructs appeared to reflect current thinking 
regarding the development of social, emotional and behavioural competence, 
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such as those that were encouraged and central to SEAL intiative (DfES, 
DQG*ROHPDQ¶VHPRWLRQDOFRPSHWHQFHIUDPHZRUN 
 
Balchin, Randall & Turner (2006) illustrate several objectives and aims of 
training associated with EP delivery (direct effect, training effect and general 
effect). In terms of the outcomes and findings from the present study, a case 
is put forward for the ELSA training having had a positive training effect on 
TAs, that is developing the skills of staff to sustain a future change The extent 
to which this study can be said to have had a direct effect on pupils remains 
uncertain due to the findings discussed in section 5.2 and the methodological 
limitations of this study (discussed in section 5.3). As for a general effect 
(whole school development / organizational change), although not definitive, 
several participants commented on how their ELSA training had a positive 
impact on their setting and the types of support they can provide: 
 
³,W KDVJLYHQVRPHNXGRV WR WKHGLIIHUHQW NLQGVRI VXSSRUW our school 
FDQJLYH´SDUWLFLSDQW± survey data) 
 
 ³:HKDYHQRZJLYHQDVHFRQGSHUVRQVRPHOHDUQLQJPHQWRUKRXUVWR
follow ELSA support. That person is currently applying for the next 
FRXUVH´SDUWLFLSDQW± survey data) 
 
5.2.3. Summary 
This study employed a mixed methods approach to explore TA perceptions 
regarding their role, their relationships with others and the emotional well-
being of pupils; as well as explore the effectiveness of the ELSA project on 
SXSLOV¶ HPRWLRQDO ZHOO-being based upon TA and pupil perceptions. One 
aspect of the study was to gather quantitative data measuring TA and pupil 
perceptions in order to demonstrate the impact of ELSA training on pupil 
emotional well-being. Another aspect of the evaluation was an exploration of 
the viHZV UHFHQWO\ WUDLQHG (/6$V¶ UHJDUGLQJ WKHLU UROH DQG WUDLQLQJ LQ
developing pupil emotional well-being. Within a pragmatist epistemology the 
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research questions are considered more important than any method or 
underpinning philosophical assumption (Teddlie & Tashakkori, 2009). Drawing 
upon the complementary strengths of different approaches, inferences can be 
made during a final integration of all analyses to better understand the 
phenomena under study (Creswell, 2003). The current study has not been 
able to confidently assert that the ELSA project had a significant impact on the 
GHYHORSPHQW RI SXSLOV¶ HPRWLRQDO ZHOO-being based upon the quantitative 
analyses. These findings may be partly explained by methodological issues of 
this study (see section 5.3). However, triangulation with the qualitative data 
may offer additional insight. For example, as discussed in section 5.3 below 
several participants were unable to implement ELSA based interventions or 
programmes with individual pupils following the training due to changes in 
their deployment. This could reflect the challenges that some participants 
faced in their role, such as the expectations of others regarding their role in 
VXSSRUWLQJWKHGHYHORSPHQWRISXSLOV¶HPRWLRQDOZHOO-being. It may also reflect 
additional challenges of not having enough time to effectively target, plan and 
support the needs of pupils. This may raise important questions regarding 
KRZ 7$V¶ DUH GHSOR\HG WR VXSSRUW SXSLOV¶ VRFLDO DQG HPRWLRQDO VNLOOV DQG
behavioural needs as well as their academic needs in schools. Further 
research may, therefore, wish to explore how senior managers and head 
teachers view ELSAs role, work and deployment. 
 
5.3. Trustworthiness of the research 
Mertens (2010) suggests that an appropriate approach to critically analyse a 
mixed methods study would be to apply the relevant criteria to evaluate the 
individual quantitative and qualitative methods used. Therefore, issues 
regarding reliability and validity are discussed in relation to the quantitative 
data, whilst a subsequent discussion will consider the trustworthiness of the 
qualitative data. 
  
5.3.1. Reliability and validity of quantitative data 
Reliability 
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Reliability refers to the stability or consistency with which something is 
measured (Robson, 2002). The following discussion considers the reliability of 
the instruments used to measure perceived emotional literacy and perceived 
behavioural adjustment. 
 
Emotional Literacy Checklist (Faupel, 2003) 
The ELC is frequently used in research and intervention evaluation. The 
scales were originally developed by multidisciplinary teams involved in EL 
projects and initiatives in schools in Southampton, UK. Items were deemed to 
be adequate and appropriate measures of each of the underlying dimensions 
of emotional literacy as defined by Goleman (1996). The checklist has 
HVWDEOLVKHG UHOLDELOLW\ XVLQJ &URQEDFK¶V $OSKD ZLWK WKH PDMRULW\ RI VFDOH
scores for the teacher and parent checklist above 0.7, indicative of good 
levels of reliability (scores range from 0 to 1, the higher the score the more 
reliable a scale; Faupel, 2003). However only overall emotional literacy score 
on the pupil checklist was found to be reliable, therefore subscales and cut-
offs were not provided for this checklist (Faupel, 2003). Whilst the predictive 
validity of these measures has been argued for, this does not necessarily 
ensure reliability within this study. A threat to reliability may be found in the 
test ± retest reliability (repeatability) of the ELC. To limit this threat the 
researcher gave instructions to participants to ensure that pre and post-test 
measures were taken 6-8 weeks apart and under the same conditions 
(Robson, 2002). 
 
Strengths and Difficulties Questionnaire (Goodman, 1997) 
Like the ELC, the SDQ has been extensively used as an evaluation tool within 
clinical settings and schools, and in research studies that seek to evaluate 
specific interventions (Goodman, 1997). Additionally previous ELSA 
evaluations (Burton & Norgate, 2010) have also used this instrument as a 
measure of behavioural adjustment. The reliability and predictive validity of 
the SDQ was established via correlation with an alternative questionnaire 
(Rutter questionnaire ± Elander & Rutter, 1996). Parent ±teacher correlations 
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for both measures were found to be equivalent, even slightly favouring the 
SDQ in its predictive validity at distinguishing between psychiatric and non-
psychiatric samples (Goodman, 1997). The dependant variable measured 
XVLQJWKH6'4LVSXSLO¶VEHKDYLRXUDODGMXVWPHQWDVUDWHGE\VFKRROVWDII7$
The decision not to use the child self-rated checklist was because it is not 
standardised for pupils below the age of 11. However, the predictive validity of 
WKH 6'4 GRHVQ¶W QHFHVVDULO\ HQVXUH UHOLDELOLW\ LQ WKLV VWXG\ EHFDXVH RI WKH
threat to test ± retest reliability. Participants were therefore given the same 
instruction regarding the administration of the SDQ and measures were taken 
6-8 weeks apart in an attempt to limit this potential threat.  
Whilst every effort has been taken to ensure reliability of measures it is 
SRVVLEOHWKHWKUHDWVLGHQWLILHGPD\KDYHLQIOXHQFHGSDUWLFLSDQWV¶UHVSRQVHV 
 
Validity 
 Internal validity assumes that the changes made on a dependant variable are 
due to the effect of an independent variable (Mertens, 2010). Section 3.6.1 
refers to possible threats to internal validity (outlined by Robson, 2002 & 
Mertens, 2010) in this study and the steps taken to reduce these at the 
planning stage. 
 
Due to practical difficulties in obtaining a wait-list control group matched to the 
characteristics of the experimental group, the control group in this study was 
made up of participants from one setting. As such the study may not be 
considered as having a representative sample. Additionally, it was not 
possible to control for contextual changes in the settings of either group thus 
limiting claims that can be made on the data. However as the control group 
was selected via convenience sampling, the threat of experimental treatment 
diffusion is reduced, as the researcher was able to seek participants who had 
no experience of ELSA. This method of sampling also meant it was not 
SRVVLEOH WR XWLOLVH D 5&7 GHVLJQ FRQVLGHUHG WKH µJROG VWDQGDUG¶ 5REVRQ
2002; p116) in fixed designs. However the quasi-experimental design used in 
this study is considered the EHVW DOWHUQDWLYH GXH WR FULWLFLVP RI 5&7¶V QRW
being practical in real world research (Robson, 2002). 
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Due to unforeseen circumstances with experimental group participants (TA) 
deployment after the ELSA training, the number of participants able to 
implement an ELSA based programme and take pre and post-test measures 
(TA and pupil) was only 5. This influenced the choice of appropriate statistical 
tests and analyses that could be performed on the data and also the 
interpretations that could be made. Despite tKH PDWXUDWLRQ RI SDUWLFLSDQWV¶
both groups sample sizes were the same (pupils n=5).  
 
Furthermore, the researcher did not control for the specific ELSA based 
intervention or programmes that were implemented by the experimental group 
or the programme implemented by the control group. This may also limit the 
claims that can be made on the data as it becomes more difficult to identify 
whether changes made on perceptions of pupil emotional well-being are as a 
result of the training received by the TAs or specific characteristics of the 
individual programme(s) that were implemented. Additionally a period of 6-8 
weeks was established as the time between pre and post-test measure being 
taken, this may have been too short a time period for any changes in TA or 
self perceptions of pupil emotional well-being to have been detected and 
altered significantly. Commentators suggest that programmes aiming to 
develop social and emotional competence are more effective the longer they 
are in place with some taking years (Durlak, 1995). Practical issues such as 
time meant that a longer period between pre and post-test measures was not 
possible. 
 
External validity, often termed generalisability, refers to the extent to which 
findings can be generalised to other contexts or populations (Robson, 2002). 
The threats to the external validity of this aspect of the study are presented in 
section 3.6.1. All participants in this study attended mainstream primary 
schools. The specific groups under study were TAs and pupils (identified as 
having social, emotional and behavioural needs). The intervention under 
study was the ELSA project delivered by EPs to groups of TAs in different 
regions of the LA. The intervention is a published intervention and as such is 
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delivered in a prescribed format, 5 full days of modular input with 3 
subsequent supervision sessions. Therefore, it is argued that the findings 
from this study may be generalisable to other contexts and populations that 
have implemented the ELSA project in the same way as it has been delivered 
in this study.  
 
5.3.2. Trustworthiness of qualitative data 
Trustworthiness of qualitative research considers the role of the researcher as 
being part of the research, describing the data in terms of processes and 
generating meaning from interpretations made on the data (Cohen, Manion & 
Morrison, 2011). A description of the threats to the trustworthiness of 
qualitative data in this study is to be found in section 3.6.2. Several steps 
were taken to limit the effects of these threats. For example, a clear and 
explicit process was made throughout the data collection and analysis stages 
E\PHDQVRIDQDXGLWWUDLOVHHVWXG\WLPHOLQHDQGXWLOLVLQJ%UDXQ	&ODUNH¶V
(2006) framework for conducting thematic analyses. The focus group method 
was piloted in an attempt to verify the practical utility of prompting questions 
before they were used with the experimental group. The experimental group 
focus group was also recorded using an audio device, with consent, to limit 
potential inaccuracies that could be made on transcribing the data. However, 
LWLVUHFRJQLVHGWKDWIRFXVJURXSVDUHQ¶WZLWKRXWOLPLWDWLRQVVXFKDVWKHULVNRI
non-participation of some members possibly due to more dominant voices. 
This was addressed via the focus group script and the facilitation, used by the 
researcher, through which participants were informed that all contributions 
were welcomed and valued.  
 
A second qualitative method used in this study was an open-ended 
questionnaire, mailed to each of the experimental group TA participants. This 
method has the benefit being a cost-effective approach, enabling a greater 
OHYHO RI GLVFRYHU\ UHJDUGLQJ SDUWLFLSDQWV¶ YLHZV *LOKDP  $OWKRXJK
written responses to a questionnaire may limit the scope of these views, this 
approach was deemed appropriate as a follow-up method due to the 
 159 
geographical and practical difficulties (TA time) associated with organising 
another focus group. 
 
It is recognised that the trustworthiness of the qualitative data in this study 
may also be influenced by the theoretical constructions the researcher 
brought to the research. This threat was limited by the researcher utilising the 
framework of Braun & Clarke (2006) to code and analyse all data in both data 
sets. Further steps were taken to establish the reliability of the codes and 
themes that emerged from the analysis via inter-observer checks found in 
section 4.3.  
 
5.3.3. Summary 
In this study the rationale and research questions justify the use of a mixed 
methods design and that the purposes and questions are appropriate to the 
methods used as the author sought to explore perceptions of the TAs in 
relation to their role, their relationships and the well-being of pupils. But also 
to explore if the ELSA training had a measurable impact on these TA 
perceptions and those of the pupils themselves. Efforts were made to reduce 
the threats to the internal validity of the quantitative portion of the study, 
however these threats created by sample size and sampling bias limit the 
extent to which firm conclusions can be drawn from the findings. Similarly, the 
criteria defining quality for qualitative research were adhered to; such as 
undertaking reliability checks on the analyses and utilising a framework to 
support the process of thematic analysis.  
 
5.4. Implications of the findings 
It is not possible to assert with confidence that the ELSA project has had an 
LPSDFWRQSXSLOV¶HPRWLRQDOZHOO-being based upon the quantitative data in the 
current study due to the limitations discussed above. Further quantitative 
research is therefore needed involving a larger sample size, and comparison 
and control group. However, implications about how recently trained ELSAs 
SHUFHLYH WKHLU UROH DQG WUDLQLQJ LQ VXSSRUWLQJ WKH GHYHORSPHQW RI SXSLOV¶
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emotional well-being may be suggested. For example, with regard to TAs, 
findings suggest that the ELSA training had value for both TAs and in some 
cases a perceived benefit on the school. This was reflected by comments 
referring to their professional development and personal development 
following the ELSA training. In the context of the growing number of TAs 
EHLQJGHSOR\HGWRVXSSRUWSXSLOV¶ZLWK6(%'*URRP	5RVHDQGWKH
recognition in the literature that professional development opportunities for 
TAs is essential (Groom, 2006), this study suggests that the ELSA project 
provides a comprehensive and supportive professional development 
programme that can meet the needs of TAs. Further research is needed to 
ascertain the direct effects on pupils, TA efficacy and school setting. 
 
'HVSLWH FRPPHQWV E\ (/6$¶V reflecting the challenge created by the 
perceptions of others, these findings suggest that TAs appeared to perceive 
that the ELSA training had a wider impact on schools. One participant 
commented on the indirect effect their training had on the setting: 
³It has given some kudos to the different kinds of support our school 
FDQJLYH´SDUWLFLSDQW- questionnaire) 
 
Commentators suggest that effective training is often supported throughout 
the setting, underpinned by additional sessions and peer support (Groom, 
2006). The findings in this study are consistent with this and appear to 
suggest that the structure of the ELSA training not only facilitated the 
acquisition of new skills and knowledge but also provided TAs with effective 
peer support and supervision (see section 4.3.1.). 
 
Implications for EP practice 
The role of the EP has been seen as widening from the more traditional level 
of working with individual children (Jones & Frederickson, 1990) to working at 
the organizational and systems level, providing training and developing 
provision (Curran, Gersch & Wolfendale, 2003). For the latter to be effective 
there needs to be opportunities for those being trained to engage in 
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experiential learning supported via scaffolding and coaching (Balchin, Randall 
& Turner, 2006). Each of these aspects are embedded in the structure of the 
ELSA training used in this study. This appeared to enable EPs to deliver 
effective and successful training and support for TAs to use and take back to 
their settings.  
 
However, future implementation of ELSA by the host EPS may wish to 
consider the views expressed in this study regarding the support needs of the 
TAs, perhaps by supporting the establishment of a TA/ELSA peer support 
network. A need identified by participants (see section 4.3.1). Additionally, 
time and focus may need to be given to determining the views and needs of 
the settings releasing TAs to attend the training to ensure that the training as 
ZHOO DV VXSSRUWLQJ WKHGHYHORSPHQWRI7$V¶VNLOOVDQGNQRZOHGJHPHHWV WKH
needs of the school setting in which they work. As these are factors that help 
to ensure training is most effective (Balchin, Randall & Turner, 2006).  
  
5.5 Implications for Further research 
There a number of implications for future research stemming from this study. 
7KHILQGLQJVLQUHODWLRQWRWKHLPSDFWRI(/6$RQSXSLOV¶HPRWLRQDOZHOO-being 
were uncertain. The main explanation for the inconclusive findings may be 
down to the small sample size and difficulty controlling for potential 
extraneous variables thaW PD\ LQIOXHQFH SXSLO¶V HPRWLRQDO ZHOO-being. This 
suggests that future research should seek a larger and more representative 
sample and to establish a study involving robust experimental and control 
group 
The host EPS is continuing to implement the ELSA training with groups of 
TAs across the LA. Therefore more research in the LA context is needed to 
ascertain the ongoing impact of ELSA training on TA and self-perceptions of 
pupil emotional well-being. Section 2.5 presented a review of existing ELSA 
evaluations and found only 2 studies that were able to make confident 
DVVHUWLRQVDVWRWKHLPSDFWRI(/6$RQSXSLOV¶HPRWLRQDOZHOO-being (Burton, 
Osborne & Norgate, 2010 & Murray, 2010). The present research, along with 
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previous studies attempted to use experimental methodologies to investigate 
the impact of ELSA with various degrees of success. Consideration needs to 
be give to how experimental control conditions can be created in these 
applied real world settings in order to support a fuller and more thorough 
evaluation of the ELSA programme. As schools are invited to release a TA to 
attend the ELSA training, it may not be possible for future research to be 
conducted using more rigorous experimental methodologies, such as RCTs. 
To build on limitations of the current study future research may wish to 
replicate the experimental methods used but recruit larger samples from both 
primary and secondary schools to ensure a representative sample and 
include more than one setting in the control group. Future research may also 
wish to seek longitudinal and follow up data in addition to pre and post-test 
data to investigate if any changes are maintained over time. Additionally in 
RUGHU WR LQYHVWLJDWH (/6$ WUDLQLQJ¶V HIIHFWLYHQHVV UHVHDUFK PD\ ZLVK WR
compare its impact relative to alternative TA training projects seeking to 
develop similar skills such as? 
 
The constructs of behavioural adjustment and emotional literacy have been 
criticized within the literature as being too broad and complex to accurately 
measure and assess (Wigelsworth, Humphrey, Kalambouka & Lendrum, 
2010). Future research may wish to focus and investigate the impact of ELSA 
on just one of these constructs. Further research may also wish to explore the 
EURDGHULPSDFWRILPSURYLQJSXSLOV¶HPRWLRQDOZHOO-being, in relation to social 
inclusion, connectedness to school, reductions in exclusions or academic 
attainment as this has yet to be explored in available research. Participants in 
the focus group suggested that the purpose of TA/ELSA role was to support 
the development of key social emotional skills, competences and resilience. 
The latter concept has not, as yet, been explored in the available research. It 
PD\ EH DGYDQWDJHRXV WR H[SORUH WKH H[WHQW WR ZKLFK SXSLOV¶ UHVLOLHQFH LV
developed as a result of ELSA based intervention.  
 
The current study explored perceptions of recently trained ELSAs regarding 
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WKHLU UROH DQG WUDLQLQJ LQ VXSSRUWLQJ SXSLOV¶ HPRWLRQDO ZHOO-being. Whilst the 
methods used to explore this research question were deemed appropriate 
future research may wish to explore these in more detail, in examining the 
self-efficacy beliefs of ELSAs, for example. Only one existing ELSA evaluation 
had explored this area (Grahamslaw, 2010), however the findings are unclear 
as only the abstract was available for review. Findings from the focus group 
DQGTXHVWLRQQDLUHGDWDVXJJHVWHGPL[HGYLHZVZLWKUHJDUGWRKRZWKH(/6$V¶
perceived their colleagues viewed their role. Future research may wish to 
explore these perceptions using qualitative methods in an attempt to 
understand how they may influence implementation of ELSA based 
programmes. Finally future research, in addition to investigating pupil 
outcomes, may wish to explore the perceptions of pupils themselves 
regarding the support they receive, its perceived impact and value to inform 
the future implementation of ELSA based programmes.  
 
5.6 Researchers reflections 
The current study provided the researcher with valuable experience working 
closely with TAs during their professional development on the ELSA training 
programme and directly in their settings supporting their knowledge of 
programme planning and evaluation. The researcher also gained useful 
experience of undertaking applied research and managing the challenges this 
presents. 
 
Ensuring that individual and small group interventions supporting the SEBD 
needs of pupils are appropriately planned and evaluated has been an area of 
learning for the researcher. This knowledge has been utilised in the 
UHVHDUFKHU¶V UROH DV D WUDLQHH (3 ZRUNLQJ ZLWK VFKRRO VWDII Wo support the 
complex needs of pupils. 
 
As outlined in the methodology and discussion sections, there were a number 
of factors that influenced the planning, implementation, analysis and 
evaluation phases of this mixed method study. The original intention was to 
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use a concurrent triangulation strategy, employing quantitative and qualitative 
methods, to answer three research questions, which at that point were 
focused on seeking measurable data to explain the utility of the intervention. 
However, during the research process the researcher became aware that the 
intended strategy needed to be adapted and changed due to the challenges 
faced in securing a sample of sufficient size. The concurrent triangulation 
strategy required the study to produce enough valid quantitative data and to 
triangulate this with the qualitative data collected. Due to the complex school 
system in which the TAs worked their deployment varied, leading to sample 
attrition and a significantly reduced final sample size.  
 
At the point of data collection it became clear that it would not be possible to 
draw conclusions and statistical inferences from the quantitative data. Instead 
the researcher decided to review the research questions in light of these 
pragmatic challenges and adjust the mixed methods research strategy to 
have a more exploratory purpose and focus. By enhancing the qualitative 
methods the researcher was able to explore with greater depth the underlying 
mechanisms that may have underpinned any changes observed in TA 
perceptions. Consequently, and perhaps more appropriately, the quantitative 
data became a more minor part of the study and was used to support the 
revised exploratory aim of the research.  
 
The pragmatic positioning of this research allowed the researcher the 
flexibility to revisit the research questions and mixed methods strategy after 
the data had been collected. Despite this, the researcher is aware of the 
alternative methods and approaches that could have been taken to enhance 
the original research design. For example, the researcher was aware of the 
complex system of the schools in which the TAs worked and that this may 
have hindered implementation of ELSA based programmes. Furthermore, TA 
GHSOR\PHQWYDULHGDPRQJVWWKHSDUWLFLSDQWV¶WKHUHIRUHWLPHZRXOGKDYHEHHQ
limited to undertake additional duties such as ELSA based interventions. In 
future it might be useful to collaborate with the settings releasing TAs for 
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ELSA training to establish expectations regarding the professional 
development opportunities for the TAs and the implications this may have for 
their deployment and support they can provide. These steps may have helped 
produce sufficient valid quantitative data to answer the original research 
questions.  
 
The adjustments made to the research strategy required subsequent changes 
to the methods employed by the researcher at the analysis and evaluation 
stage. For example, to reduce the emphasis on the quantitative data, the 
researcher had to revisit the raw data and conduct descriptive analyses only, 
as the sample size prevented the use inferential statistics, therefore limiting 
the findings taken from the quantitative data to being purely exploratory. 
Furthermore, to enhance the qualitative findings the researcher revisited the 
analyses, in order to identify and explore the latent meaning of each of the 
themes. An important learning outcome for researcher from their research 
journey was how to respond flexibly to the pragmatic challenges faced as by 
an applied researcher. Although real world constraints may have limited the 
methodological choices available to the researcher, the epistemological 
position gave them the flexibility to adapt and make changes to aspects of the 
study at various stages. 
 
The researcher learned a great deal about undertaking applied research, 
particularly in regard to the qualitative aspect of the study. For example 
regular communication was essential due to the geographical locations of 
SDUWLFLSDQWV7KLVEHFDPHVLJQLILFDQWZKHQJDWKHULQJSDUWLFLSDQWV¶YLHZVXVLQJ
a questionnaire. The researcher needed to manage these situations 
accordingly, for example when questionnaires or quantitative pre and post-
test measures were not returned on time. In future the researcher may need 
to make more effort to communicate directly with participants face to face to 
ensure a higher response rate.  
 
Given the practical limitations to do with geography and time, the researcher 
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feels that the methods used to maintain contact ensured participation in the 
qualitative aspect of the study. Furthermore the researcher has gained 
valuable experience undertaking the qualitative aspect of this study. The 
challenge for the researcher throughout was to be mindful of any potential 
influence they may have gathering the data and in its analysis. The steps 
taken to enhance the trustworthiness of the qualitative aspect of the study 
(see section 5.3.2) attempts to limit these influences. It is hoped these 
experiences will enhance the researchers developing practice as an applied 
psychologist in their role as a trainee EP. 
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6. Conclusions 
This chapter will summarise the main findings from this study and the unique 
contribution of this study to research and practice will be discussed. 
 
6.1. Main findings 
This study aimed to investigate the impact of the ELSA prRMHFW RQ SXSLOV¶
emotional well-being and explore participants perceptions regarding their role 
and training. Several research questions were created to address these aims 
and shall be considered separately. 
 
Research question 1 
 Does the ELSA project have a measurable impact on pupil and TA 
 perceptions of emotional well-being? 
 
The findings relating to the impact of the ELSA project on TAs perceptions of 
pupil emotional well-being are inconclusive due to methodological limitations 
discussed in section 5.3. Statistical analyses revealed changes from pre-test 
to post-test in the experimental group were in the desired direction. These 
were for TA ELC overall score and TA SDQ Total Difficulties. Although this 
suggests that TAs perceptions of pupils emotional literacy and behavioural 
adjustment improved following implementation of ELSA based programmes 
caution needs to be used when interpreting these findings due to the sample 
and methodological limitations reported above which precluded a full 
statistical analysis between groups.  
 
As with the findings for the TA checklist data, the findings relating to pupil self-
perceptions are also inconclusive for the same reasons. Statistical analyses 
made on the pupil self-rated measures show an increase from pre to post-test 
in pupil self perceptions in the experimental group and control group, 
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However, the sample and methodological limitations reported above 
precluded a full statistical analysis between groups. 
 
Research question 2 
How does the ELSA project impact on TAs perceptions of the 
emotional well-being of pupils, their role and training in supporting the 
development of pupil emotional well-being? 
 
Thematic analyses of focus group and questionnaire data generated a 
QXPEHU RI WKHPHV UHODWLQJ WR (/6$V¶ SHUFHSWLRQV RI their role and training. 
Several points of convergence were identified across both thematic analyses, 
as well as points of difference. For example points of convergence included 
the perceived challenges and pressures of their role. Particularly in relation to 
the perception of others (colleagues) and the need for more time to target, 
plan and implement effective programmes of support for pupils. Whilst not 
definitive, these views may help explain the reduction of the experimental 
group from 14 to only 5 participants being able to implement an ELSA based 
programme and taking pre and post-test data. It may also reflect a challenge 
of ensuring implementation of an intervention in applied research. However 
TAs valued the ELSA training in terms of the development of their 
professional knowledge and skills. What is not clear is the extent to which TA 
development was valued by setting leaders or if influenced TA deployment in 
that setting. Further research would be needed to explore the views of setting 
leaders. 
 
In DGGLWLRQSDUWLFLSDQWV¶YLHZVUHJDUGLQJWKHLUVXSSRUWDQGWUDLQLQJQHHGVZHUH
reflected across both analyses. That is the ELSA training was valued most by 
those taking part and was viewed as supporting their professional 
development in terms of knowledge and skills, but also their personal 
development in areas such as confidence. The principal aim of ELSA is to 
develop the skills and knowledge of TAs to meet the emotional needs of 
pupils in a school context (Burton, 2008). The views reflected by participants 
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in these themes suggest that these aims have been reached. Not only did 
participants reflect on their professional development in terms of increased 
knowledge and skills, but also their understanding of the purpose of their role 
to support the social, ePRWLRQDO DQG EHKDYLRXUDO VNLOOV RI SXSLOV¶ LQ VFKRRO
settings. 
 
Whilst triangulation of the different types of data collected in this study has not 
been able to confirm the effectiveness of ELSA on pupil outcomes it has 
highlighted implications and improvements that may be made in future 
research and practice. In addition, findings from thematic analyses of both 
focus group and questionnaire data also highlight interesting areas for further 
research to explore, for example how teachers and school leaders perceive 
ELSA role, work and deployment, and what contributes to the successful 
implementation of ELSA based work to support the emotional well-being of 
SXSLOV¶LQVFKRROVHWWLQJV 
 
6.2. Unique contribution  
The present study has added to existing ELSA research by providing an in 
depth exploration of the views of ELSAs. Whilst experimental data remains 
LQFRQFOXVLYH DV WR WKH LPSDFW RI (/6$ RQ SXSLOV¶ HPRWLRQDO ZHOO-being, the 
exploratory findings identified important areas that may help explain and 
provide further insight into the factors contributing to these inconclusive 
findings by gathering the perceptions of recently trained ELSAs immediately 
after training and in role. These findings have also contributed to the 
development of ideas for future research and practice. 
 
The qualitative methods used in this study enabled the researcher to provide 
DQG LQ GHSWK H[SORUDWLRQ RI SDUWLFLSDQWV¶ YLHZV UHJDUGLQJ WKHLU UROH DQG
training. A limited number of existing evaluations sought the views of ELSAs, 
teachers and school leaders (Bravery & Harris, 2009; Murray, 2010). However 
these methods relied solely on evaluation forms to capture views based upon 
rating scales and supplementary comments. The present thesis aimed to 
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triangulate both quantitative and qualitative forms of data in an attempt to both 
investigate impact but also to explore and understand the perceptions of 
those involved in the training and implementation of ELSA (Creswell, 2003).   
 
7KHILQGLQJVDOVRSURYLGHHYLGHQFHWKDWPD\JXLGHWKHKRVW(36¶VIXWXUe use 
of the ELSA project. For example, several of the themes that emerged from 
thematic analyses suggested that participants valued the ELSA training but 
would have liked aspects of the content to reflect the needs of their contexts. 
Additionally themes regarding the perceptions of others may have implications 
for how future implementation of the ELSA training is negotiated with setting 
leaders. For example, allocated time given to implementation of ELSA based 
programmes is integrated into ELSA trained TA practice but also support 
networks between ELSAs are set up or supported by link EPs. An explanation 
of the quantitative findings could be that the programmes implemented by 
ELSA had varying SEBD outcomes. In this case the instruments used in this 
study might not have been precise enough to capture any changes made from 
pre to post-test. It may be that EPs have a role to play in supporting ELSAs to 
identify the best methods of planning, implementing and evaluating ELSA 
based programmes and interventions. 
 
Finally a positive contribution has been made to the stakeholders involved in 
this study. Participants valued not just the professional development but also 
the personal development as a result of the ELSA project. There is evidence 
(see section 4.2.2.) of gains made based upon TA (ELSA) measures 
suggesting that the ELSAs at least perceived there to be a positive change in 
SXSLORXWFRPHV,WLVKRSHGWKDWWKHSDUWLFLSDQWV¶VHWWLQJVKDYHEHQHILWHGIURP
the personal and professional development of the participants and this is 
reflected in their practice. These findings have further made a positive 
contribution to the host EPS by providing evidence and potential directions for 
future implementation of ELSA.  
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Appendix 1: Study timeline 
Table 3.5 illustrates the activities carried out by the researcher in conducting 
this research project. This takes into account the necessary decisions and 
changes that had to be made by the researcher during the course of this 
research study, including intended timescales for the write up of individual 
chapters of the research thesis. 
  
Time 
period 
Activity ± 
intended  
Researcher 
activity - 
Intended 
Activity and 
Researcher 
activity ± Actual  
Proposed 
timescale for 
thesis write 
up by section 
Autum
n term 
2011 
- Cohort 1 
complete 
ELSA 
training 
- Cohort 2 
identified 
- Research 
proposal 
submission 
- Submission 
for ethical 
approval 
- Pilot focus 
group with 
cohort 1 
Pilot focus group Plan Literature 
Review 
Spring 
term ± 
2012 
- Cohort 2 
Begin ELSA 
training 
 
- Cohort 2 
ELSA 
training 
 
- Cohort 3 
identified 
- Brief 
participants and 
gain consent 
- Focus group 
prior to ELSA 
training 
- Cohort 3 not 
selected for use 
as wait-list 
control group as 
it was too late to 
confirm 
individual TAs 
and begin 
necessary data 
collection 
- Decision to 
seek control 
group schools 
from colleagues 
in EPS. 
- Cohort 2 pre 
focus group data 
discarded due to 
technical error 
with recording. 
Decision made 
to gather only 
post focus group 
Write literature 
review 
- Brief 
participants and 
gain consent 
(cohort 3) 
- Begin Pre-
post test 
measures 
(cohort 3) 
- Cohort 2 
due to 
complete 
ELSA 
training 
- Final focus 
group on 
completion of 
ELSA training 
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data requiring 
change in 
research 
question. 
Summ
er term 
- 2012 
- Cohort 3 
begin ELSA 
training 
- Establish 
period of 
intervention 
(cohort 2) 
- Obtain 
consent for 
measures to be 
taken 
- Gather pre-
post test data 
from cohort 2  
Researcher 
unable to recruit 
control group 
schools from 
EPS colleagues, 
decision made to 
approach 
researchers own 
schools to be 
part of research 
Write and 
submit initial 
draft of 
literature 
review (end of 
summer term) 
 
Plan and 
gather 
literature for 
Methodology 
section 
- Cohort 3 
ELSA 
training 
- Data 
gathering 
Researcher 
gathering pre 
and post-test 
data from cohort 
(/6$¶V - Cohort 3 
complete 
ELSA 
training. 
- Debrief 
participants and 
stakeholders at 
end of research 
study 
Autum
n term 
±  
2012 
- Data 
collection 
from cohort 
3  
- Analysis of 
cohort 2 pre-
post-test 
data 
Final data 
gathering and 
analysis 
- Write up of 
study by 
section 
Final data 
collection from 
cohort 2 ± 
ongoing 
 
Transcribe focus 
group data from 
Cohort 2. 
Write and 
submit initial 
draft of 
Methodology 
section 
- End of 
Autumn 
term, 
analysis of 
completed 
pre and 
post-test 
data from 
cohort 3 
Recruitment of 
control group 
schools, 
including 
briefing, 
obtaining 
consent and 
data collection 
Development of 
questionnaire 
 
Spring 
term ± 
2012 
- Write up study 
thesis by 
section 
Data analysis 
from 
experimental 
group (cohort 2) 
Write up of 
Results section 
and 
Discussion/con
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and control 
group data. 
Analysis of focus 
group data 
Questionnaire 
mailed to 
experimental 
group. Return 
date 30th 
January. 
Questionnaire 
Data analysis 
began mid 
February. 
clusion section 
Summ
er term 
- 2012 
- Submit final 
draft of 
research thesis 
 
Write research 
thesis, make 
final 
amendments 
before 
submission 
Make 
amendments 
for final 
submission of 
Research 
Thesis 
 
Table 3.5: Study timeline indicating intended and actual researcher 
activities when they occurred, including a plan for the write up of the 
study. 
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Appendix 2. Participant consent form (TA) 
An Evaluation of the Emotional Literacy Support Assistant (ELSA) Project 
School of Psychology, the University of Nottingham 
Investigators:  
David Mann (Trainee Educational Psychologist + Researcher) 
Nick Durbin (Supervisor) 
 
The participant should complete the whole of this sheet himself/herself. Please cross 
out as necessary. 
 
Have you read and understood the participant information sheet? 
 
YES  NO 
 
Have you had the opportunity to ask questions and discuss the study? 
 
YES  NO 
 
Have all the questions been answered satisfactorily? 
 
YES  NO 
 
Have you received enough information about the study? 
 
YES  NO 
 
Do you understand that you are free to withdraw from the study: 
 
At any time    YES   NO 
 
Without having to give a reason YES  NO 
 
Do you agree to take part in the study? 
 
YES  NO 
 
 ?dŚŝƐƐƚƵĚǇŚĂƐďĞĞŶĞǆƉůĂŝŶĞĚƚŽŵĞƚŽŵǇƐĂƚŝƐĨĂĐƚŝŽŶ ?ĂŶĚ/ĂŐƌĞĞƚŽƚĂŬĞƉĂƌƚ ?/ 
ƵŶĚĞƌƐƚĂŶĚƚŚĂƚ/ĂŵĨƌĞĞƚŽǁŝƚŚĚƌĂǁĂƚĂŶǇƚŝŵĞ ? ?
 
Signature of participant:     Date: 
 
Name (in block capitals): 
 
I have explained the study to the above participant and s/he has agreed to take part. 
Signature of researcher:     Date: 
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Appendix 3. Emotional Literacy Checklist 7 ± 11 (Pupil) 
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Emotional Literacy Checklist 7 ± 11 (Teacher) 
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Appendix 4. Strengths and Difficulties Questionnaire - Teacher 
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Appendix 5. Focus group script 
Thank you for taking the time to read through the information sheet provided and 
for agreeing to take part in this research study. 
 
For the next 30 minutes I would like us to conduct a focus group. This is a group 
discussion whereby each member contributes his or her own feelings and thoughts 
regarding a selected topic or question. It is a method of gathering the views of 
individuals in a less formal manner. The intention is that each person is able to 
contribute something to the discussion but also elaborate on what others have said 
in a safe and supportive way. 
 
My role is to provide the focus question to the group and ask any additional 
questions throughout the process. I will also be responsible for time keeping. 
I would like to start by suggesting a set of ground rules by which we can all follow. 
These will be to ensure that each member of the group is allowed to express their 
own feelings and views in a safe and supportive way. Firstly, anything that is shared 
during this focus group is to be kept confidential and not to be discussed outside of 
this context. Secondly, this process is non-judgmental, everyone has the right to 
speak and have his or her views heard. And thirdly, no one should feel the need to 
contribute if they do not wish to do so. Are there any others that people in the group 
feel are important? 
 
In order to record what is discussed I would like to use a tape recorder so that I can 
transcribe the discussion for analysis at later date, but only if participants consent to 
me doing so. Before we begin I want to make sure that everyone is aware that what 
is discussed in the focus group is confidential and will not be discussed outside of the 
group. I will ensure that individual details are kept strictly confidential maintaining 
anonymity throughout. Should any information discussed relate to matters of Child 
Protection and safeguarding I would then have duty to breach this confidentiality 
clause. I would also like to make it clear that everyone has the right to withdraw 
from the process at any time without reason. 
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Does anyone have any questions about what I have outlined? 
Are you happy to proceed? 
 
&ŽĐƵƐ ƋƵĞƐƚŝŽŶ ? /Ŷ ǇŽƵƌ ǀŝĞǁ ǁŚĂƚ ŝƐ ĐŚŝůĚƌĞŶ ĂŶĚ ǇŽƵŶŐ ƉĞŽƉůĞ ?Ɛ ĞŵŽƚŝŽŶĂů
wellbeing? 
 
Additional Prompts:  
 
x tŚĂƚĐŽŶƚƌŝďƵƚĞƐƚŽĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞƐ ?ĞŵŽƚŝŽŶĂůǁĞůůďĞŝŶŐ ? 
x ,ŽǁĚŽĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞƐ ?Ğŵotional wellbeing develop? 
x What supports the development children and young people of emotional 
wellbeing? 
x tŚĂƚ ŚŝŶĚĞƌƐ ƚŚĞ ĚĞǀĞůŽƉŵĞŶƚ ŽĨ ĐŚŝůĚƌĞŶ ĂŶĚ ǇŽƵŶŐ ƉĞŽƉůĞƐ ? ĞŵŽƚŝŽŶĂů
wellbeing? 
x How do you perceive your role in supporting children and young peoplĞƐ ?
emotional wellbeing? 
x How do you feel you perceptions have changed regarding what you 
ƵŶĚĞƌƐƚĂŶĚĂƐĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞ ?ƐĞŵŽƚŝŽŶĂůǁĞůů-being? 
x How has the ELSA training helped your current development? 
x Are there any particular features of the ELSA training, from start to finish, 
that has helped or contributed to your development? 
x Is there any feature of the training that may have hindered your 
development? 
x How do you feel your pre-training experience has helped or hindered your 
current development? 
x How prepared do you feel to take the ELSA training forward in your role? 
Particular features of ELSA training that have prepared you? 
x How do you feel your knowledge and skills have changed following the ELSA 
training? 
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Bring Focus group to close after 30 minutes. 
Thank you for you participation in this focus group, does anyone have any further 
questions? 
I would now like to explain to you the next stages of this research.  
I would like to return to the group at the end of the training to seek your permission 
ĨŽƌ ǇŽƵ ƚŽ ĐŽŵƉůĞƚĞ ƚǁŽ ĐŚĞĐŬůŝƐƚƐ ƌĞŐĂƌĚŝŶŐ Ă ƉƵƉŝů ?Ɛ ĞŵŽƚŝŽŶĂů ůŝƚĞƌĂĐǇ ĂŶĚ
behaviour at two different time points. This will also involve obtaining parent/carers 
consent, as pupils will also be asked to complete the same two checklists. I would 
also like, with your permission, to return on the last supervision session to undertake 
a further focus group. 
Does anyone have any further questions about what I have explained? 
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Appendix 6. Questionnaire 
David Mann 
Trainee Educational Psychologist 
Access and Inclusion 
Jesmond House 
31/33 Victoria Ave 
Harrogate 
HG1 5QE 
 
An Evaluation of the Emotional Literacy Support Assistant (ELSA) Project 
School of Psychology, the University of Nottingham 
ELSA Questionnaire 
 
Investigators:  
David Mann (Trainee Educational Psychologist + Researcher) 
Nick Durbin (Supervisor) 
 
As you know I am conducting an evaluation of the ELSA training for my Doctoral 
Research. I am interested in the potential impact the training has on children and 
ǇŽƵŶŐ ƉĞŽƉůĞ ?Ɛ ĞŵŽƚŝŽŶĂůwell-being but also the perceptions of those trained as 
ELSAs. I would therefore be grateful if you could answer a few questions with regard 
to your work as an ELSA following training using the questionnaire below. There are 
no right or wrong answers, and you do not have to answer any question if you 
choose not to. To ensure confidentiality and anonymity there is no need to include 
the names or identifying details of pupils, their parents/carers or the setting in which 
you work.  
 
Please could this questionnaire be returned to the above correspondence by 30
th
 
January 2013. 
 
Name of ELSA:________________________________________________(optional) 
 
1. Have you implemented an ELSA based intervention with an individual pupil or 
group of pupils since completing the training? (Please circle) Yes/No/Partially 
 
If No, then complete question 8 - 15. If Yes or Partially, then please continue with 
questions 2  W 7 and 11 - 15.  
2. A) With what year group(s) do/did you implement ELSA based 
interventions?___________________________________________________ 
B) Gender of pupil(s)?_____________________________________________ 
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C) How regularly was the ELSA intervention implemented and for how 
long?__________________________________________________________ 
3. What was the primary need of the pupil(s) the ELSA intervention sought to 
address? (please tick one or more) 
Emotional Literacy  Social Communication difficulties  
Self-esteem  Social Skills  
Friendship skills  Anxiety  
Attachment difficulties  Other (please specify)  
Anger Management     
 
4. Can you give details as to the work that was done, and any outcomes? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
5. What worked well? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
6. What would/could have made it better? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
7. What supported your work with this pupil(s)? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
 196 
_____________________________________________________________________
_____________________________________________________________________ 
8. Do you plan to do any ELSA based work in the future?  
Yes / No / Not sure (please circle) 
9. Can you outline the reasons you have been unable to implement the 
approach so far? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
10. What would support you to implement the approach in the future? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
11. To what extent is ELSA work valued in your setting? (Please circle a number) 
1 2 3 4 5 
(Not at all)    (Highly valued) 
 
12. What would help make it be even more valued? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
13. Has your ELSA training helped you to support the emotional well-being of 
pupil(s) in your setting? Yes / No / Not Sure (please circle) 
14. How / Why? 
_____________________________________________________________________
_____________________________________________________________________
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_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
15. What else would help you to do your job of supporting the emotional well-
being of pupils even better? (Further training (topic?), more support / 
resources / time etc.) 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
Is there anything you would like to add? ____________________________________ 
_____________________________________________________________________
_____________________________________________________________________ 
 
Thank you for taking the time to answer these questions and reflect on the valuable 
work you do. If you have any further questions or wish to speak to me regarding 
anything to do with my research please do so via the details below. 
 
Yours sincerely, 
David Mann 
David Mann (Trainee Educational Psychologist + Researcher) 
Email: david.mann@northyorks.gov.uk 
Phone: 07980664547 (NYCC mobile) 
Research Supervisor: nick.durbin@nottingham.ac.uk 
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Appendix 7. Ethical approval 
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Appendix 8. Participant information sheet (experimental group) 
David Mann 
Department of Educational Psychology 
School of Psychology 
University Park 
The University of Nottingham 
Nottingham 
NG7 2RD 
 
University of Nottingham 
School of Psychology 
Information Sheet for Participants 
Research Project on the Emotional Literacy Support Assistant 
(ELSA) Project 
Researchers: David Mann (Trainee Educational Psychologist) 
Contact Details:  
Email: lpxdm3@nottingham.ac.uk 
Phone: 07980664547 (NYCC mobile) 
Research Supervisor: nick.durbin@nottingham.ac.uk 
 
This is an invitation to take part in a research study on the impact 
and outcomes of the ELSA project.  
The reason you have been approached is you or one of your 
colleagues has been enrolled on the ELSA training programme. 
Before you decide if you wish to take part, it is important for you to 
understand why the research is being done and what it will involve. 
Please take time to read the following information carefully.  
 
If you participate you will be asked to take part in a focus group 
with other support assistants intended to explore your perceptions 
of Emotional Wellbeing. You would also be asked to complete two 
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different W\SHVRIFKHFNOLVWVGHVLJQHGWRPHDVXUHDSXSLO¶V
Emotional Literacy and Behaviour, at two different time points. 
 
 
The whole procedure will last no longer than the intended duration 
of the training (including the follow up supervision sessions). The 
focus groups are intended to last for 30 minutes each and each 
checklist should take no more than 10 ± 15 minutes to complete. 
 
Participation in this study is totally voluntary and you are under no 
obligation to take part. You are free to withdraw at any point before 
or during the study. All data collected will be kept confidential and 
used for research purposes only. 
 
If you have any questions RUFRQFHUQVSOHDVHGRQ¶WKHVLWDWHWRDVN
now. We can also be contacted after your participation at the 
above address. 
 
Many thanks for your time. 
Regards 
 
 
David Mann 
Trainee Educational Psychologist 
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Information sheet (Control group) 
David Mann 
Department of Educational 
Psychology 
School of Psychology 
University Park 
The University of Nottingham 
Nottingham 
NG7 2RD 
 
University of Nottingham 
School of Psychology 
Information Sheet for Participants 
Research Project on the Emotional Literacy Support Assistant 
(ELSA) Project 
Researchers: David Mann (Trainee Educational Psychologist) 
Contact Details:  
Email: lpxdm3@nottingham.ac.uk 
Phone: 07980664547 (NYCC mobile) 
Research Supervisor: nick.durbin@nottingham.ac.uk 
 
This is an invitation to take part in a research study on the impact 
and outcomes of the ELSA project.  
The reason you have been approached is you or one of your 
colleagues has been enrolled on the ELSA training programme. 
Before you decide if you wish to take part, it is important for you to 
understand why the research is being done and what it will involve. 
Please take time to read the following information carefully.  
 
If you participate you will be asked to complete two different types 
RIFKHFNOLVWVGHVLJQHGWRPHDVXUHDSXSLO¶V(PRWLRQDO/LWHUDF\DQG
Behaviour, at two different time points. 
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The whole procedure will last no longer than the intended duration 
of the training (including the follow up supervision sessions). Each 
checklist should take no more than 10 ± 15 minutes to complete. 
 
Participation in this study is totally voluntary and you are under no 
obligation to take part. You are free to withdraw at any point before 
or during the study. All data collected will be kept confidential and 
used for research purposes only. 
 
If you have any questions or concerns pleasHGRQ¶WKHVLWDWHWRDVN
now. We can also be contacted after your participation at the 
above address. 
 
Many thanks for your time. 
Regards 
 
 
David Mann 
Trainee Educational Psychologist 
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Appendix 9. Parent / carer information sheet 
An Evaluation of the Emotional Literacy Support Assistant (ELSA) Project 
School of Psychology, the University of Nottingham 
 
 
Dear Parent/Guardian, 
 
I am currently undertaking a two-ǇĞĂƌ ǁŽƌŬ ƉůĂĐĞŵĞŶƚ ŝŶ EŽƌƚŚ zŽƌŬƐŚŝƌĞ ?Ɛ
Educational Psychology Service as a Trainee Educational Psychologist. When not 
engaged in placement work for North Yorkshire I am a student at the University of 
Nottingham. As part of my training and professional development I am undertaking a 
study involving a training programme delivered to teaching assistants known as the 
Emotional Literacy Support Assistant (ELSA) Project. The work will serve as an 
evaluation for North Yorkshire Educational Psychology service as well as form part of 
my final year research project. 
 
I am writing to request consent for your child to be involved in this study that seeks 
to evaluate the impact and outcomes of the ELSA project. 
 
I will be providing support assistants enrolled on the ELSA training with a number of 
checklists with which they will be asking your child to complete, with support if 
necessary. The checklists consist of 25 straightforward questions and should take no 
longer than 10  W 15 minutes to complete. This checklist is designed to measure an 
ŝŶĚŝǀŝĚƵĂů ?ƐŵŽƚŝŽŶĂů>ŝƚĞƌĂĐǇĂŶĚŝƐƵƐĞĚŝŶƐĐŚŽŽůƐĂŶĚƌĞƐĞĂƌĐŚŶĂƚionally.  This 
ǁŝůůĨŽƌŵƉĂƌƚŽĨǇŽƵƌĐŚŝůĚ ?ƐƚǇƉŝĐĂůǁŽƌŬǁŝƚŚƚŚĞŝƌdĞĂĐŚŝŶŐƐƐŝƐƚĂŶƚ ?/ŶĂĚĚŝƚŝŽŶ
ǇŽƵƌĐŚŝůĚ ?ƐdĞĂĐŚŝŶŐƐƐŝƐƚĂŶƚǁŝůůĂůƐŽďĞĂƐŬĞĚƚŽĐŽŵƉůĞƚĞĂƐŝŵŝůĂƌƋƵĞƐƚŝŽŶŶĂŝƌĞ
ĚĞƐŝŐŶĞĚƚŽŽďƚĂŝŶƚŚĞŝƌƉĞƌĐĞƉƚŝŽŶƐŽĨǇŽƵƌĐŚŝůĚ ?ƐŵŽƚŝŽŶĂů>ŝƚĞracy. These 
questionnaires should not cause any distress or anxiety. However if at any time your 
child appears distressed or unhappy with the procedure it will be discontinued 
immediately, and they will be able to withdraw at any time. 
 
If you are happy for your child to participate in this study, please sign and return the 
consent form to the school at the earliest convenience. 
 
If you permit your child to participate you still have the right to withdraw from the 
study at any point without having to give a reason. That is, even if you sign the 
consent form and start the study you may withdraw your child at any point and any 
data will be destroyed. 
 
If you require further information on the study, or its results, please feel free to 
contact myself, or my supervisor, using the details given below. 
 
Yours sincerely, 
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David Mann  
Trainee Educational Psychologist 
 
Investigators:  
David Mann (Trainee Educational Psychologist + Researcher) 
Email: david.mann@northyorks.gov.uk 
Phone: 07980664547 (NYCC mobile) 
Research Supervisor: nick.durbin@nottingham.ac.uk 
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The parent/carer should complete the whole of this sheet himself/herself on behalf 
of their child. Please cross out as necessary. 
 
Have you read and understood the participant information sheet? 
 
YES  NO 
 
Do you understand what your child will be asked to do? 
 
YES  NO 
 
Are you aware that you can contact the researcher and/or their supervisor at 
any time to discuss the participation of your child should your consent be 
given? 
 
YES  NO 
 
Do you understand that you are free to withdraw your child from the study: 
 
At any time    YES   NO 
 
Without having to give a reason YES  NO 
 
Do you give consent to allow your child to take part in the study? 
 
YES  NO 
 
 ?dŚŝƐƐƚƵĚǇŚĂƐďĞĞŶĞǆƉůĂŝŶĞĚƚŽŵĞƚŽŵǇƐĂƚŝƐĨĂĐƚŝŽŶ ?ĂŶĚ/ŐŝǀĞĐŽŶƐĞŶƚƚŽĂůůŽǁ
ŵǇĐŚŝůĚƚŽƚĂŬĞƉĂƌƚ ?/ƵŶĚĞƌƐƚĂŶĚƚŚĂƚ/ĂŵĨƌĞĞƚŽǁŝƚŚĚƌĂǁŵǇĐŚŝůĚĂƚĂŶǇƚŝŵĞ ? ?
 
Signature of parent/carer:     Date: 
 
Name (in block capitals): 
 
I have explained the study to the above parent/carer and s/he has agreed to allow 
their child to take part. 
 
Signature of researcher:     Date: 
